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ABSTRACT 
 
The economic future of South Africa is highly dependent on the prospective employability 
status of the current generation of students progressing through their studies and those entering 
the working world. However, the unemployment of tertiary graduate students is becoming an 
ever-rising problem in South Africa today. Students often embark on their tertiary studies with 
little forethought of the difficulties that they may later face with regards to securing a job until 
only after the completion of their studies. In addition, it has long been established that 
possessing a good academic record alone is not synonymous to being employable and therefore 
it is important to understand the unique individual intrinsic factors that contribute to this 
phenomenon.  
 
The aim of this research study was to answer the question, “what are the intrinsic factors that 
explain variance in self-perceived employability amongst industrial psychology students at a 
selected university in the Western Cape?” In order to answer this research initiating question, 
a theoretical structural model of the nomological network of variables explaining variance in 
employability was developed and tested.  
 
The research was conducted using final year industrial psychology students at a selected 
university in the Western Cape. One hundred and seventy three students participated in the 
study. The participants were asked to complete a questionnaire comprising six scales measuring 
each separate construct. The scales consisted of the Self-perceived Employability 
Questionnaire, the Motivation to learn Questionnaire, the Goal-setting Questionnaire, the 
Abbreviated Self-leadership Questionnaire (ASLQ), and the Academic Self-efficacy 
Questionnaire. In addition, an adapted version of the International Personality Item Pool (IPIP) 
was used to measure Conscientiousness.  
 
Item and dimensional analysis were conducted on the scales using SPSS version 24. 
Confirmatory factor analysis (CFA) was then executed on the measurement models of the 
measuring instruments used in this study. The proposed conceptual model was analysed using 
structural equation modelling (SEM) via LISREL version 8.80. The measurement and 
structural model were both found to fit the data reasonably well.  However, no significant 
positive relationships were found between any of the following path-specific hypotheses, 
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namely; conscientiousness and goal-setting, conscientiousness and self-leadership, 
conscientiousness and academic self-efficacy, conscientiousness and motivation to learn, 
conscientiousness and self-perceived employability, goal-setting and motivation to learn, self-
leadership and motivation to learn, academic self-efficacy and motivation to learn, motivation 
to learn and self-perceived employability, academic self-efficacy and self-leadership, self-
leadership and goal setting. Furthermore, the limitations and practical implications are 
discussed as well as the recommendations for future research. 
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“Strength does not come from winning. Your struggles develop your strengths. When you 
go through hardships and decide not surrender; that is strength.” 
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CHAPTER 1 
INTRODUCTION AND OVERVIEW 
 
 
1.1 INTRODUCTION 
 
With the emergence of the 21st century, young people today are faced with many challenges 
and competition in the world of work due to a continuously increasing population and with 
ever decreasing employment opportunities in South Africa. As a result this has also sparked a 
rise in competition for employment amongst South Africans and an increase in the level of 
requirements and competencies now put forward by organisations in order to be able to select 
the most suitable candidates amongst this vast pool of competitors. According to Fallow and 
Steven (2000), and Savickas et al., (2009) (cited in Potgieter, 2012), technical skills and 
academic knowledge are no longer sufficient for an individual to find employment. University 
students therefore need to not only focus on completing their studies but also on making 
themselves more employable, since having an academic record alone is no longer sufficient. 
 
In the South African context, the increased concerns about the employability of young adults 
resulted in more emphasis being placed on their employability and helping them to increase 
and sustain their employability (Marock, 2008 cited in Potgieter and Coetzee, 2013).  Rothwell, 
Jewell and Hardie (2009) add that the employability of individuals in formal education, 
particularly university students, has been of significant interest in the UK since the late 1990s. 
Research on employability can be traced back to the 1950s, the theory research content of 
employability is constantly changing with the development of the society, and the definition of 
the concept of employability is still not completely consistent (Xu, 2013, p. 70).  
 
It is imperative to understand employability as it may be linked to career success. Fugate, 
Kinicki, and Ashford (2004) put forth the view that individuals with high levels of 
employability are expected to benefit much more from active adaptability. In addition, Kanfer, 
Wanberg, and Kantrowitz (2001) argue that highly employable individuals are likely to be 
more successful than less employable individuals at being re-employed (cited in McArdle, 
Waters, Briscoe & Hall, 2007). Fugate et al., (2004) further add that even though employability 
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or being employable does not guarantee actual employment, it does however improve an 
individual’s chances of gaining employment. 
 
The increase in the rate of unemployment today could possibly be attributed to the fact that 
there may be a gap between what employers or organisations want and require from potential 
employees, and what tertiary education students or graduates are capable of providing. This 
gap could be based on academic qualification, as many would assume, but it may be more 
correct to theorise that it could also be based on some individual psychological factors. Hogan, 
Chamorro-Premuzic and Kaiser (2013) contend that the reasons for unemployment are often 
ascribed to economic factors but psychological factors commonly associated with 
employability also add to the problem. The main contribution to the study of employability 
falls under empirical research on individual differences and their effects on career success 
(Hogan et al., 2013). According to Fugate et al., (2004), an individual’s employability is made 
up of an array of person-centered constructs that combine collaboratively to help them to 
successfully adapt to a number of work-related changes occurring in the economy today. 
Rothman and Coetzer (2003) suggest that future research efforts focus on how performance is 
affected by personality through motivation as one of the efforts for unmasking employability. 
 
Although there seems to be a relatively large amount of research on the psychological 
determinants of career success, Baruch and Bozionelos (2011 cited in Hogan et al., 2013) assert 
that little research has been conducted on the determinants of employability. It is clear that the 
factors that determine employability are not only extrinsic in nature and cannot alone be 
attributed to the state of the economy or solely to academic ability. Additionally, it may also 
be intrinsic in nature and could be associated with individual psychological factors which may 
play a role in developing young people’s employability. Some of the factors that could possibly 
explain variance in employability, and which have been commonly identified through a review 
of literature, are self-efficacy, self-leadership and motivation to learn. Other person-centred 
factors whose relationship with employability is yet to be studied but which could also possibly 
be considered psychological contributing factors to employability are conscientiousness and 
the ability to set goals. 
 
Career guidance counselors and human resource practitioners need to recognise how certain 
personal attributes influence individuals in the management of their career development and 
employability. Hogan et al., (2003) argue that industrial/organisational psychologists need to 
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be suitably equipped to be able to contribute substantially to policy solutions regarding the 
enhancement of employability. Understanding the factors that make people more employable 
could assist in changing the focus on developing those areas and could contribute to the 
increase and sustainability of employment not only amongst students but also amongst the 
unemployed or seasoned employees alike. The present study therefore intends to answer the 
question, “What are the intrinsic factors that explain variance in self-perceived employability 
amongst Industrial psychology students at a selected university in the Western Cape?” The 
answer to this research initiating question entails an in-depth study of the literature in order to 
identify the nomological network of variables that explain variance in employability. 
 
1.2 RESEARCH AIMS AND OBJECTIVES 
 
The main aim of this study is to generate a conclusive answer to the research initiating question, 
what are the intrinsic factors that explain variance in self-perceived employability amongst 
Industrial Psychology students at a selected university in the Western Cape? Subsequently a 
theoretical structural model is proposed depicting the relationship between potential latent 
variables that affect employability and how these variables combine to influence self-perceived 
employability. The secondary aim of this study is to test and validate this theoretical structural 
model. 
 
The specific objectives of this study consequently are: 
 To develop a model that could predict self-perceived employability  
 
 To understand the relationship between the identified factors 
 
 To evaluate the goodness of fit of the model 
 
 To assess the significance of the hypothesized paths in the model 
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1.3 SIGNIFICANCE OF THE STUDY 
 
McArdle et al., (2007) proclaim that unemployment has now become a recurring social 
problem in many western countries today. Due to the fact that 2009 and, to a lesser extent, 
2010, were particularly difficult in terms of economic circumstances, South Africa’s labour 
market is plagued by a particularly high unemployment rate (Symington, 2012, p. 3). The 
economic future of South Africa is therefore dependent on the prospective employability status 
of the current generation of learners progressing through their studies and those going into the 
working world. According to Syed, Abiodullah and Yousaf (2014) holding a university degree 
today built mainly on subject-related competencies is no longer considered sufficient. The 
recruitment and selection process alone, of many eminent organisations today, has become 
significantly more complex as recruiters have become increasingly meticulous with regards to 
the selection of candidates. Many prospective employees are taken through various stages of 
assessments before finally being offered employment and this process can often be quite 
intense and tedious to many. Since it has been established that having an academic record alone 
is not directly proportionate to being employable, it is important to understand what the 
additional factors are that contribute to this phenomenon. 
 
Due to the fact that employability is becoming a rising problem in South Africa today, this 
study may provide a deeper and more innovative approach to understanding employability and 
will contribute to scientific knowledge of the problem. Academic institutions can use the 
information gained from this study to assist students with developing areas that require 
improvement and to equip them with relevant skills to increase their chances of being more 
employable for the time when it is required for them to enter the working world, or to gain 
employment. Industrial psychologists and career counsellors may also benefit from the findings 
of this study as they will become more informed about the various aspects of employability as 
detailed by this study. More specifically, career guidance counsellors could use the information 
from this research to better guide students towards careers more suited to them and to 
encourage the development of employability from an earlier age. 
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1.4 OVERVIEW OF THE CHAPTERS 
 
Chapter 1 
This chapter provides an overview of the research topic, a discussion of the research problem, 
and an outline of the significance and objectives of the study. The relative importance of the 
topic of this study will also be discussed in this chapter.  
 
Chapter 2 
This chapter provides a discussion of the theoretical argument for which the structural model 
is proposed in response to the research initiating question. Appropriate hypotheses are derived 
from the literature review based on reviewed literature appropriate to this study. 
 
Chapter 3 
This chapter describes the research design and methodology utilised to test the structural model 
developed in chapter 2. Specifically, the chapter describes the research design, sampling 
design, data collection procedures, measuring instruments, and statistical tests to be 
administered. In addition an overview of the structural model is presented in this chapter as 
well as the various hypotheses to be tested. 
 
Chapter 4 
This chapter provides a detailed presentation of the results of the data analysis and research 
findings with regards to the proposed self-perceived employability structural model.  
 
Chapter 5 
This chapter provides a discussion of the findings as presented in the previous chapter. 
Inferences are drawn from the results and existing literature and is incorporated into the 
discussion where appropriate. The limitations and practical implications of the findings of the 
study are highlighted and recommendations for future research are made. 
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1.5 CONCLUSION 
 
In this chapter, a detailed analysis of the research problem and the background of the problem 
leading to the research initiating question were presented. This involved a discussion of the 
relative importance of understanding the factors that influence self-perceived employability 
specifically amongst university graduate students in South Africa. Furthermore, the 
significance of the study and the research objectives were outlined in this chapter. 
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CHAPTER 2 
LITERATURE REVIEW 
 
2.1 INTRODUCTION 
 
The aim of this chapter is to highlight and discuss some of the pivotal factors drawn from a 
comprehensive review of literature that are theorised to have a role in influencing the self-
perceived employability of graduates. A thorough discussion of the proposed intrinsic factors 
and their relationship with one another is therefore presented in this chapter. Finally, a 
theoretical model depicting the hypothesized relationships between the variables is also 
included in this chapter in order to demonstrate how the variables interact with one another in 
influencing self-perceived employability. 
 
2.2 SELF-PERCEIVED EMPLOYABILITY 
 
According to Tymon (2013), one potential problem with the attempt to develop employability 
is that there appears to be a lack of clarity and consistency regarding the definition of the term 
and how it can be measured. There are many varying definitions of the term employability 
where the main difference lies in the context. Fugate et al., (2004, p. 23) for instance, state that 
employability refers to “one’s ability to identify and realise career opportunities”. On the other 
hand, according to Mcquaid and Lindsay (2005), the concept of employability relates to those 
currently in education, out of work and those in work who are seeking to improve or sustain 
their position in the labour market. In addition, Hillage and Pollards (1998, p. 12 cited in 
Rothwell & Arnold, 2007) describe employability as “the capability to move self-sufficiently 
within the labour market to realise potential through sustainable employment.” A more broad 
definition however, according to Finn (2000, cited in McArdle, Waters, Briscoe & Hall, 2007, 
p. 3), would define employability as the “the ability to gain and maintain employment, both 
within and across organisations.” 
 
Due to the fact that the focus of this study would primarily be on the employability of tertiary 
students and graduates, a more appropriate definition should be less broad and would include 
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employability in the context of what makes one more likely to be employable and not only on 
the ability to maintain employment or move self-sufficiently within the labour market. 
McArdle et al., (2007, p. 4) supports this view by asserting that “given the likelihood of periods 
of unemployment for many people today, an effective definition of employability must 
encompass attributes that assist individuals both in and out of employment.” The definition 
most fitting would therefore be the one derived from Potgieter (2012) who describes 
employability as an individual’s ability to enter the workplace, adjust to it and be dynamic in 
it. This study, however, takes a more pointed approach focusing on the expectations and self-
perceptions of employability amongst university students. Rothwell, Herbert and Rothwell 
(2008) describe self-perceived employability as “the perceived ability to attain sustainable 
employment appropriate to one’s qualification level”. 
 
According to Wille, De Fruyt, and Feys (2013), people’s perceptions of being marketable to 
current and future employers are an essential aspect of their current career evaluations. Qenani, 
McDougall, and Sexton (2014) add that self-efficacy and self-perception both directly and 
indirectly influence employability through employee skills, understanding, and meta-
cognition. Robbins, Judge, Odendaal, and Roodt (2016) describe perception as a subjective 
process by which sensory information is organised and interpreted by individuals to give 
meaning to their environment. On the other hand, Berntson (2008) describe self-efficacy as the 
beliefs about one’s ability to solve tasks and challenge new roles. The two concepts are often 
confused with one another and Bandura (1994) argue that it may be due to the fact that they 
are considerably related (Qenani et al., 2014).  
 
Self-perceived employability reflects people’s beliefs about the probability of them gaining 
employment and when analysing this concept it can be noted that the construct of self-efficacy 
is also manifested in this definition. It seems to make sense that people’s overall perception 
regarding their employability originates from their beliefs in their capabilities and their 
likelihood of achieving re-employment. Maddux and Gosselin (2003) clarify that self-efficacy 
beliefs are not only concerned with perceptions of abilities and skills regardless of 
circumstances, but also relates to what people believe they are able to do with these capabilities 
under certain conditions. Furthermore, according to Berntson (2008), there are some scholars 
who suggest that employability and self-efficacy can be used interchangeable and are regarded 
as the same. However, Berntson (2008) cautions against confusing employability and self-
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efficacy as being the same construct since findings from a study conducted by this author 
(Berntson) indicate that the two variables are quite distinct from one another. In addition, the 
findings also suggest that employability may actually be a predictor of self-efficacy (Berntson, 
2008) rather than the other way around. 
 
Furthermore, Tymon (2013) point out that higher education institutions need to encourage 
students to develop their more proactive personality traits by inciting students to take 
responsibility for their own education and development. Findings from a study on self-
perceived employability by Rothwell and Arnold (2007) suggested that non-graduate students 
had a tendency to feel more employable than graduate students which, according to Rothwell 
and Arnold (2007), indicates that educational and professional qualifications may not be 
contributing to Human Resource professionals’ perceptions of their employability. It seems to 
be imperative that graduates in particular hold positive perceptions of their employability as 
Berntson (2008) contend that the mere perception of being employable affects the behaviour, 
thoughts, and reactions of individuals. 
 
2.3 MOTIVATION TO LEARN 
 
A thorough study of the literature reveals that some of the factors that distinguish between 
highly employable and unemployable graduates relate to the extent to which graduates are 
motivated to learn. Soon after entering the working world, many graduates go through some 
form of training which normally cost organisations exorbitant amounts of money. In order to 
gain a return on the investment in training, organisations need prospective employees who are 
motivated to learn (Mahembe, 2014; Qureshi, 2014). According to Greenberg (2011), 
motivation can be defined as the set of processes that arouse, direct and maintain our behaviour 
toward achieving our goals. In other words, motivation can be considered to be the driving 
force that moves people to take certain actions. Arnold and Randall (2010) add that motivation 
involves the factors that push us or pull us to behave in particular ways. Motivation is theorised 
to be made up of three components that work together in motivating goal-directed behaviour. 
Arnold and Randall (2010, p. 310) write that a generalised model of motivation is made up of 
the following: 
1. Direction: what a person is trying to do. This is also sometimes called choice. 
2. Effort: how hard a person is trying. This is also called intensity. 
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3. Persistence: how long a person continues trying. This is also sometimes called 
duration. 
There are many theories that attempt to explain motivation but the one most relevant to this 
study is the Goal-setting theory of motivation. This theory specifies how people’s motivation 
to learn is influenced by the type of goals that they set and their commitment to those goals, 
which may also be mediated by other factors. As opposed to alternative motivation theories, 
the goal setting approach places emphasis on the role of intentions, or conscious resolutions to 
act, as important determinants of motivated behaviour (Steers & Porter, 1991). It is for this 
reason that this study suggests goal setting to be one of the factors related to employability and 
will be further discussed later.  
 
Motivation to learn is defined by Colquitt, LePine and Noe (2000) as an individual’s direction, 
intensity, and persistence toward learning-directed behaviours in training and development 
activities. Motivation is therefore closely linked to the “will to learn” and is related to the 
amount of effort that the individual is willing to invest in learning (Harlen & Crick, 2003). 
Steers and Porter (1991) is of the view that people find satisfaction in exercising and developing 
their capabilities, known as competencies, and this need for competence is what provides the 
energy that motivates them to learn. 
 
People do not only have different amounts of motivation, but also different levels of motivation 
(Ryan & Deci, 2000, p. 54). Each individual could be motivated for various reasons. Ryan and 
Deci (2000) explain that one student could be motivated to work out of curiosity and interest, 
or for recognition and approval, whereas another student may understand the value of certain 
skills and could therefore be motivated to learn that new set of skills. Motivation could 
therefore be understood as being the force behind an individual’s intention to learn or to act 
(Nunes, 2003). According to Mahembe (2014) motivated individuals are more able and 
determined to learn. 
 
Motivation or willingness to learn could possibly be one of the main factors associated with 
employability. This is due to the fact that when entering organisations or encountering 
organisational change or job redesign, for instance, employees need to be willing to learn new 
material and develop new sets of skills in order to thrive and be more productive in their jobs. 
This may not be that simple however if they do not have an inclination to learn and are not 
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motivated to put in the extra effort to re-educate or re-train themselves. Noe and Wilk (1993) 
conducted a study to investigate the factors that influence the participation of employees in 
development activities and reported motivation to learn to be one the most significant and 
consistent attitudinal variables to positively influence development activity. Similarly, Major, 
Turner and Fletcher (2006) found that, along with proactive personality types being 
significantly related to motivation to learn, motivation to learn was also found to be positively 
related to development activities. 
 
According to Schulze and Heerden (2015), there is also agreement that motivation for learning 
seems to improve academic achievement. Tymon (2013) point out that according to learning 
theory, the motivation and commitment of a learner is considered imperative prerequisites for 
effective outcomes. This view was corroborated by Colquitt et al., (2000), and LePine, LePine 
and Jackson (2004) who discovered motivation to learn to have a positive relationship with 
learning performance. Thus, in education, if students are not motivated to learn they may not 
be as actively engaged in their study material and their level of academic productivity and 
performance is likely to be lower. Mahembe (2014) add that motivation to learn is in fact a 
critical learning competency potential variable as it plays its role in creating a positive approach 
towards learning. 
 
In a related view, a study done on training motivation by Colquitt et al., (2000) reveal 
motivation to learn to have a moderate to strong association with various job-related variables 
such as organisational commitment, job involvement, career planning and career exploration. 
This indicates that motivation to learn may to some extent have a positive influence on 
employability as these variables tend to be related to effective career management. It is 
therefore suggested that organisations that value employees’ participation and interest in 
development activities, place close attention to increasing their level of motivation to learn 
(Noe & Wilk, 1993). In addition, Nunes (2003) recommend that future training interventions 
be focused on heightening trainees’ motivation to learn and hence their motivation to transfer 
learning into the work setting.  
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2.4 GOAL SETTING 
 
To date, there are very few studies documenting the link between goal-setting and 
employability. However, in the attempt to understand what motivates employees, a large 
number of studies have found goal-setting to be one of the most basic yet effective methods of 
motivation and also a key mechanism by which other general incentives affect motivation 
(Steers & Porter, 1991). Furthermore, the ability to set goals has also long been regarded as an 
important individual attribute that helps guide and direct development and enhances the 
likelihood of career success.  
 
Goal setting is manifested in the theory of motivation proposed by Locke and associates who 
describe a goal as that which an individual tries to achieve or “the object or aim of an action” 
(Locke, Shaw, Saari & Latham, 1981, p. 2). Locke et al., (1981) further goes on to describe a 
goal highlighting concepts that have similar meaning such as performance standard, quota, 
objective, deadline and budget. All of which are common terminologies used in the 
organisational setting today. Edwin Locke suggested that a great source of work motivation is 
derived from an individual’s intention to perform or work towards a goal (Robbins, Judge, 
Odendaal, & Roodt, 2016). In addition, individuals are motivated by specific or clear goals and 
appropriate amounts of feedback (Locke et al., 1981).  
 
The most fundamental proposition of goal-setting theory is that in most circumstances goals 
that are difficult but not impossible, and that are expressed in terms of a clearly defined 
performance level, produce higher levels of performance than other kinds of goals, or an 
absence of goals (Arnold & Randall, 2010, p. 326). Assigned goals influence people’s beliefs 
about their ability to perform the task at hand and their personal goals (Greenberg, 2011). When 
people set goals that are specific and achievable it may produce better performance results in 
that it enhances their beliefs about being able to attain those goals as opposed to goals that are 
vague and unrealistic. Assigned goals can have beneficial outcomes, some of which are: 
affording a feeling of purpose, guidance and explicitness concerning expectations; broadening 
an individual’s beliefs regarding what they can accomplish, and directing individuals toward 
developing high quality plans to realise their goals (Chipunza & Masiza, 2004, p. 83). Goal-
setting theory further outlines certain attributes that act as moderators in the goal-setting 
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process. These moderators include goal commitment, feedback, and goal difficulty and 
specificity (Locke & Latham, 2002). 
 
 
Goal commitment 
Goal commitment refers to an individual’s attachment or dedication to attaining the goal, where 
accepting the goal as one’s own is considered a form of goal commitment (Locke, Latham & 
Erez, 1988). Goal commitment can therefore be described as the level of determination to 
achieve an accepted goal. It is argued that if individuals do not feel commitment to a goal they 
will not exert effort in pursuit of it-even a difficult and specific one (Arnold & Randall, 2010, 
p. 329). For instance, if university students do not hold value in attaining good results and do 
not consider it a personal goal, then regardless of how difficult or easy the course is, it is likely 
that they would not exert much effort in it as they do not consider the goal their own. By 
contrast, according to Greenberg (2011), if students are highly committed to achieving success, 
then a difficult (but achievable) goal will be more meaningful than an easy goal as it enhances 
their self-efficacy beliefs. Self-efficacy refers to a student’s beliefs about their ability to 
perform the specified task (Greenberg, 2011) and it is known to enhance goal commitment 
(Locke & Latham, 2002). Goals that are specific tend to boost self-efficacy as an individual’s 
progress is easy to measure (Schunk, 1990). Higher levels of self-efficacy are therefore valued 
in goal setting theory as it increases the individual’s confidence in their ability to perform 
optimally and to succeed in achieving their set goals (Robbins et al., 2016). 
 
Goal difficulty and specificity 
Winters and Latham (1996) found that tasks that are challenging tend to moderate the 
motivational effects that goals have on performance (cited in Chipunza & Masiza, 2004). Locke 
et al., (1981) argue that individuals who set specific and hard or challenging goals perform 
exceedingly better than those with specific but easy goals. Goals that are specific and difficult 
tend to hold more meaning and produce better performance (Greenberg, 2011) as they require 
more focus and attention (Robbins et al., 2016). Additionally, they also energise us as they 
increase the amount of effort exerted in attaining these goals (Robbins et al., 2016).  
 
Feedback 
Goal setting theory emphasises feedback as essential in the attainment of performance goals as 
it indicates how well one progresses toward attaining these goals (Robbins et al., 2016). Having 
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some knowledge of performance in relation to the goal enhances performance (Locke et al., 
1981) as it helps pinpoint any discrepancies and guides behaviour towards the effective 
achievement of the goal (Robbins et al., 2016). Feedback is therefore necessary in order to 
measure the effort that is required to reach set goals and it also provides the opportunity to 
clarify any expectations.  
 
Management by objectives (MBO) 
One other systematic way in which goal-setting is implemented in organisations today involves 
management by objectives (MBO). MBO is a programme that is utilised to improve 
performance by encouraging employees to actively participate in setting goals that are tangible, 
verifiable and measureable (Robbins et al., 2016). A more commonly used acronym involving 
similar concepts is known as SMART. Generally people who are able to set goals that are 
SMART, i.e., specific, measurable, agreed, realistic, and time-based, are more committed to 
attaining these goals and are more likely to be motivated to achieve these goals.  
 
Goal-setting and the ability to set goals can therefore be argued to be an important contributing 
factor or individual attribute in explaining variance in perceived employability. However, 
before an individual can work independently in setting goals to influence their motivation to 
learn and subsequently their perceived employability, they may need to engage in some self-
influence behaviours which, according to Furtner, Sachse and Exenberger (2012), are geared 
towards controlling and self-regulatory components.  
 
2.5 SELF-LEADERSHIP 
 
Self-leadership is an indispensable skill which is an important characteristic of employable 
graduates. According to Furtner et al., (2012) the increasing relevance of self-leadership today 
is epitomised by human resource development and organisational development as seen today. 
Manz (1986) conceptualises self-leadership as being “a comprehensive self-influence 
perspective that concerns leading oneself toward performance of naturally motivating tasks as 
well as managing oneself to do work that must be done but is not naturally motivating. Self-
leadership describes people who take personal responsibility, direct their own efforts, motivate 
themselves, and renew their thinking patterns (Manz & Sims, 1989 cited in Norris, 2008, p. 
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57). It utilises a distinct set of self-influence strategies such as work context strategies, task 
performance strategies, and thought self-leadership (Williams, 1997) all of which are useful in 
the self-regulation and self-management process central to self-leadership. People who reflect 
self-leadership are therefore those who manage, regulate and control their own behaviours and 
activities and are able to motivate themselves when needed. They are also those individuals 
who need little stimulation or assistance from others in the regulation of their efforts and are 
their own driving force in their behaviours 
 
The foundation of self-leadership theory is essentially derived from psychology literature such 
as social learning theory (Bandura, 1977), social cognitive theory (Bandura, 1986), intrinsic 
motivation theory (Deci & Ryan, 1985; Ryan & Deci, 2000), and self-leadership theory (Manz, 
1986). The main proposition of Social learning theory is that people are capable of influencing 
their own cognition, motivation, and behaviour (Bandura, 1997; Yun, Cox & Sims, 2006). 
Social cognitive theory on the other hand holds that people have self-reflective and self-reactive 
capabilities that allow them to manage their thoughts, feelings, motivation levels, and actions 
(Bandura, 1991). A similar take on this theory is known as Thought Self-Leadership discussed 
by Neck and Manz (1996) who write that the basis of Thought Self-Leadership is that people 
are able to lead themselves using cognitive strategies such as self-dialogue, mental imagery, 
beliefs and assumptions, and thought patterns.  
 
Self-leadership is also based on the related theories of self-management, self-control and self-
regulation (Carver & Scheier, 1982; Houghton, 2000; Thoresen & Mahoney, 1974) where self-
leadership strategies are said to be designed to improve the self-regulatory process (Neck & 
Houghton, 2006).  Manz (1986, p. 590) differentiate between self-management and self-
leadership stating that: 
Conceptually, self-management can be viewed as a set of strategies that aides 
employees in structuring their work environment, in establishing self-
motivation, and so forth, that facilitates appropriate behaviors for achieving 
minimal deviations from primarily lower-level behavioral standards. Self-
leadership, on the other hand, encompasses self-management behaviour but it 
is also concerned with leading the self-influence system at super ordinate levels. 
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A leader is generally considered someone who motivates, influences and changes the behaviour 
of others in a productive and positive sense, or towards achieving a set goal (Robbins et al., 
2016). However, self-leaders can be seen as being those individuals who are their own leaders 
in directing their own personal tasks and activities. The outcomes of the direction these 
individuals take are influenced by three underlying self-leadership strategies: behaviour-
focused strategies, natural reward strategies, and constructive thought pattern strategies (Manz 
& Neck, 2004; Prussia, Anderson & Manz, 1998).  
 
Behavior-focused strategies 
Behaviour-focused strategies involve the implementation of self-assessment, self-reward, and 
self-discipline (Prussia et al., 1998) as well as self-goal setting (Houghton, 2000). According 
to van Zyl (2012), the purpose of these strategies is to encourage positive favourable behaviour 
and to discourage behaviours that are inefficient.    
 
Natural Reward strategies 
Natural reward strategies focus on the positive aspects of tasks and activities (Houghton, 2000), 
where emphasis is placed on viewing perceptions and experiences of tasks to be accomplished 
from a positive view point (Prussia et al., 1998). Activities that are naturally rewarding tend to 
encourage and boost feelings of competence, self-control, and purpose (van Zyl, 2012). 
 
Constructive thought pattern strategies 
Constructive thought pattern strategies are intended to formulate and alter thought processes 
(Houghton, 2000) in a positive and desirable way (Prussia et al., 1998). This involves 
evaluating and challenging dysfunctional beliefs and assumptions, mental imagery, and 
positive self-talk (Neck & Houghton, 2006; van Zyl, 2012). 
 
The single most commonly mentioned self-leadership outcome variable is that of self-efficacy 
(Neck & Houghton, 2006). Many studies have found a relationship between general self-
efficacy and self-leadership (e.g., Neck & Manz, 1996; Prussia et al., 1998; Williams, 1997). 
More recently Norris (2008), for instance, reported a positive correlation between the two 
variables maintaining that when people’s general self-efficacy beliefs develop and strengthen, 
they may be more likely to use self-leadership strategies. Bandura (1991) add that self-efficacy 
beliefs also affect the goal-setting sub-function of self-regulation where positive self-beliefs 
encourage the setting of higher goals and commitment to those goals. Corroborating this view, 
http://etd.uwc.ac.za/
  
 
 
17 | P a g e  
 
Barrick, Mount and Strauss (1993) in a study on sales representatives, surmised that employees 
who are conscientious tend to practice goal-setting and this naturally leads to self-direction. 
Similarly, Manz (1986) and Manz and Sims (1980) add that goal setting appears to be a useful 
and effective self-management technique. This analysis indicates that there are in fact 
individual factors such as self-efficacy and goal-setting that manifest within self-leadership.  
 
In addition, findings from literature also suggest that conscientiousness could be related to self-
leadership. Stewart et al., (1996) for instance, found that conscientiousness moderated the 
effects of self-leadership training on self-directed behaviour. Similarly, Burger (2012) and 
Williams (1997) also report a positive relationship between the two variables. This may be due 
to the fact that people who are conscientious are more likely to take control of their own 
development, the management of their careers, and of themselves. Furthermore, in doing so 
they would need to be able to set specific, achievable goals and be committed to achieving 
those goals. Their self-efficacy beliefs would then determine their beliefs in their ability to 
achieve those goals.  
 
There are also many studies that highlight the general role of self-leadership and its significance 
in the work context. Mahembe (2014), for instance, found self-leadership to be an important 
learning competency and goes on to state that self-leadership can be considered instrumental 
in improving the enthusiasm, commitment, and performance of individuals in organisations. A 
related view comes from Prussia et al., (1998) whose findings suggest that self-leadership 
indirectly influences performance. According to this study, it is the utilisation of self-leadership 
strategies that enhances people’s self-efficacy perceptions which directly affects their 
performance (Prussia et al., 1998). 
 
Neck and Houghton (2006) also point out that, based on self-leadership literature; the 
application of self-leadership strategies often results in some valuable work-related outcomes 
such as commitment, independence, creativity/innovation, job satisfaction, psychological 
empowerment, and self-efficacy. Neck and Manz (1996) argue that the implementation of 
thought self-leadership training can lead to an increase in mental performance, job satisfaction, 
and decreased negative affect such as nervousness. In accordance with this argument, research 
conducted by Dolbier, Soderstrom and Steinhardt (2001) indicated a significant relationship 
between self-leadership and several health outcomes. According to this study, self-leadership 
was found to lead to higher psychological functioning as well as improved well-being (Dolbier 
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et al., 2001). Furthermore, Potgieter and Coetzee (2013) contend that if individuals engage in 
proactive career self-management behaviours, their employability, adaptability and career 
resilience automatically increases which in turn may increase their self-efficacy beliefs and 
lead to the attainment of psychological career success. Furthermore, Mahembe (2014) add that 
organisations therefore need to train employees in general self-leadership strategies in order to 
foster more individual-dependent positive behaviours from employees. 
 
2.6 ACADEMIC SELF-EFFICACY 
 
One of the most commonly researched variables that tend to tie in with many personal and 
individual factors that contribute to career success and academic performance is self-efficacy. 
This refers to people’s perceptions of the level of difficulty of career-related or performance-
related tasks that they believe they are going to attempt and their perceptions of how well they 
will be able to carry out the required actions (Potgieter, 2012, p. 3). According to Bandura 
(1986), self-efficacy beliefs influence behaviour through motivational, cognitive, and affective 
intervening processes. Potgieter (2012, p. 3) propose the following attributes that are associated 
with self-efficacy: 
 being able to function independently of others  
 being able to make decisions  
 having the confidence to achieve one’s goals  
 being persistent with challenges  
 enjoying the discovery of creative new solutions  
 keeping oneself up to date with the newest developments in one’s job and career   
The self-efficacy construct is essentially derived from social cognitive theory in which the 
cognitive processing of information regarding efficacies is considered an imperative 
component of the theory (Bandura, 1977). According to Zimmerman (2000), self-efficacy 
beliefs are centred on performance capabilities, otherwise referred to as competencies, and not 
on personal qualities such as physical or psychological characteristics. Maddux and Gosselin 
(2003) argue that self-efficacy beliefs are not competencies but rather people’s beliefs about 
their competencies and about their ability to utilise these competencies efficiently in certain 
domains and situations. People process, weigh, and integrate information regarding their 
capabilities from diverse sources and they regulate their choice behaviour and effort 
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expenditure in response to the information they have accumulated (Bandura, 1977). According 
to Maddux and Gosselin (2003), the information influences their self-efficacy beliefs and it is 
integrated from five sources, namely; performance experience, vicarious experience, imaginal 
experience, verbal persuasion, and affective and physiological states. Schunk (1991) explain 
that people’s own performances and experiences provide the most reliable guides for 
appraising efficacies.  
 
According to Bandura (1986), an individuals’ self-efficacy beliefs determine their level of 
motivation where the stronger the belief in one’s capabilities the greater the effort exerted and 
perseverance in the face of obstacles. Self-efficacy has therefore commonly been found to be 
related to constructs such as motivation to learn and performance outcomes. Colquitt, LePine 
and Noe (2000), for instance, conducted a study on training motivation and their findings 
indicated a positive relationship between self-efficacy and motivation to learn as well as to 
other training outcomes. Similarly Prussia et al., (1998) report a positive relationship between 
self-efficacy and performance. A study by Ford, Quinones, Sego and Sorra (1992) revealed 
that individuals with high self-efficacy had a greater tendency to perform more of the tasks that 
they were trained for including tasks that were more complex and problematic. In addition, 
self-efficacy also plays its part in the academic achievement of students. Zimmerman (2000) 
argue that self-efficacy has its role as a potential mediator of students’ learning and motivation 
and has been proven to be predictive of achievement outcomes and responsive to improvements 
in learning methods. Students’ beliefs in their efficacy for self-regulated learning is said to 
influence their perceived self-efficacy for academic achievement which determines the goals 
that they set, and their final academic achievement (Zimmerman, Bandura & Martinez-Pons, 
1992). 
 
Self-efficacy has also been found to be linked with emotional intelligence, self-esteem, self-
leadership, and goal setting, to name a few. Yorke and Knight (2004) have drawn a causal 
relationship between students' self-efficacy beliefs and self-theories together with certain other 
personal traits and their level of employability (cited in Syed, Abiodullah & Yousaf, 2014). 
Also, according to Greenberg (2011), self-efficacy is a personality variable that is linked to 
goal-setting and goal commitment since specific and achievable assigned goals influences their 
beliefs about their ability to reach those goals. People with high self-efficacy may be more 
likely to overcome difficulties through self-initiated change, more likely to be goal-directed 
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and more persistent in the achievement of that goal (Maddux, 2002 cited in Norris, 2008, p. 
46). 
 
According to Syed, et al., (2014), the interrelationship between self-efficacy and emotional 
intelligence has already been firmly established with a positive correlation between the two. In 
addition, Coetzee and Beukes (2010 cited in Coetzee & Schreuder, 2011, p. 77) add that 
research literature provides evidence of a relationship between emotional intelligence and 
employability. Since there is indication of a link between emotional intelligence and self-
efficacy it is highly likely that self-efficacy also plays its part in self-perceived employability.  
 
Self-efficacy can also be further argued to play a role in the employability of graduates as it is 
has a direct link to self-esteem. Potgieter (2012), for instance, focused on career meta-
competencies such as self-esteem and emotional literacy as important psychological career 
resources that enable individuals to “take ownership of their careers and be proactive in 
managing their careers and improving their employability (Baruch, 2004; Coetzee, 2008; 
Fugate et al., 2004; Sinclair, 2009).  According to Potgieter (2012), it was found that career 
meta-competencies such as self-esteem do in actual fact influence employability attributes 
significantly. People, who believe in their general abilities and their capabilities in terms of 
achieving their goals, are more likely to take a positive and active approach to achieving their 
goals. Their self-efficacy beliefs therefore tend to influence their decisions and also their 
overall approach to life.  
 
Considering the sample population of this study which encompasses final year students, this 
study highlights Academic Self-efficacy as the variable to be assessed, as opposed to general 
self-efficacy. Self-efficacy in this sense is more domain-specific and specifically relates to the 
academic domain. Academic Self-efficacy focuses on how students perceive their academic 
competence (Mahembe, 2014). Many studies suggest a positive relationship between academic 
self-efficacy and academic performance, as well as adjustment (e.g. Chemers, Hu, Garcia, 
2001; Hoigaard, Kovac, Overby, Haugen, 2015). Consistent with these findings, Zimmerman 
(2000) add that it has long been realised by educators that students’ beliefs about their academic 
capabilities play an important role in their overall motivation to achieve.  
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2.7 CONSCIENTIOUSNESS 
 
Conscientiousness is a personality dimension typically derived from the big five factor model 
of personality. This personality dimension is particularly emphasised as it has gained extensive 
interest in the research domain where many researchers have successfully attempted to link 
conscientiousness to work and academic performance (e.g., Barrick & Mount, 1993; Gellatly, 
1996; Rothman & Coetzer, 2003; Salgado, 1997; Sutherland, de Bruin & Crous, 2007). 
According to Rothman and Coetzer (2003), conscientiousness can be seen in an individual’s 
level of achievement orientation, dependability and orderliness. Hence, it is a personality 
attribute commonly associated with being hardworking, resilient and detail-conscious. Many 
organisations today acknowledge the fact that employees who possess the trait of being 
conscientious may be more valuable to the performance of the organisation as a whole as they 
tend to be more productive and thorough in their output. In fact, Barrick, Mount and Judge 
(2001) argue that it seems to be the trait-oriented motivation variable that has long been 
searched for by industrial psychologists and should be the focal point when attempting to 
explain job performance. Many organisations today therefore commonly include it as a 
competency variable to be assessed in the selection of employees for various occupations. 
 
Conscientiousness refers to “self-control and the active process of planning, organising and 
carrying out tasks” (Barrick & Mount, 1993 cited in Boudreau, Boswell & Judge, 1999, p. 12). 
In other words, people who reflect this personality trait tend to possess some level of self-
discipline and are inclined to plan out and organise their tasks quite well before carrying them 
out successfully. Furthermore, they are more likely to reflect some level of responsibility and 
reliability in their overall disposition to life and work (Barrick, et al., 2001). It is therefore 
common to find that individuals who reflect this personality trait are those who are consistently 
well organised, meticulous, and responsible and who tend to arrange and complete their tasks 
well in advance.  
 
There are many studies that indicate a link between conscientiousness and academic 
performance as well as with career success. Boudrea, et al., (1999) assert that conscientiousness 
is associated with being goal-directed, persistent and well organized, all of which seem likely 
to correlate with career success and employability. Similarly, Komarraju, Karau, Schmeck and 
Avdic (2011) in their study on personality and individual differences, found a positive 
http://etd.uwc.ac.za/
  
 
 
22 | P a g e  
 
correlation between the two variables stating that conscientiousness may be an advantageous 
personality trait for the acquisition of high levels of academic achievement as it seems to 
facilitate a number of useful learning strategies. The findings of Burger (2012) corroborates 
this view by suggesting that conscientious students tend to put in more effort with regards to 
learning and spend more time on their study material. This in turn has a greater impact on their 
desired outcomes in terms of attaining high grades. According to Hakimi, Hejazi and Lavasani 
(2011), the fact that conscientiousness plays such a significant role in the prediction of 
academic achievement comes as no surprise since the characteristics commonly associated with 
this personality trait tends to make these individuals more determined to achieve higher 
academic outcomes. 
 
Consequently, since conscientiousness is commonly associated with academic performance 
and career success, it also manifests itself in employability. People who are conscientious are 
more likely to work harder to reach their goals and may be more resilient when obstacles occur 
in their path. It can be considered an especially valuable trait as it gives individuals the ability 
to cope with many demands and manage their resources efficiently (Burger, 2012). According 
to a study by Judge and Illies (2002), the trait of conscientiousness has been found to be one of 
the strongest predictors of performance motivation. Similarly, Judge and Erez (2007) reported 
that conscientiousness significantly predicted job performance. Adding to this, 
conscientiousness has also been found to be a valid predictor of performance across all jobs or 
occupational groups regardless of the criterion types (Barrick, Mount & Judge, 2001; Salgado, 
1997). It should therefore be expected that conscientiousness and job performance are related 
as conscientiousness assesses certain personal characteristics that tend to be imperative for the 
successful completion of work tasks in many occupations (Barrick & Mount, 1991). 
 
Furthermore, conscientiousness is likely to enhance self-leadership strategies as conscientious 
individuals may be more inclined to take control of their own career development and the 
achievement of their goals. Stewart, Carson and Cardy (1996) argue that conscientious 
employees do not consider self-leadership training a particular requirement for their 
development, as opposed to their co-workers, as they already generally practice self-directed 
behaviour. Conscientiousness has been found to moderate the effects of self-leadership training 
and can be considered a valid predictor of individual self-directed behaviours (Stewart et al., 
1996). It equips individuals with the ability to direct themselves positively towards becoming 
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employable. Conscientiousness is therefore hypothesised to be one of the factors that may be 
able to explain variance in self-perceived employability.  
 
2.8 THE RELATIONSHIPS AMONG THE VARIABLES USED IN THE STUDY 
 
2.8.1. Conscientiousness and Goal-setting 
 
In a study conducted by Burger (2012), conscientiousness is described as consisting of those 
individuals who are prepared, diligent, make plans and follow through with them, meticulous 
in their work, self-disciplined, and organised. Burger (2012) further note that the dimension of 
conscientiousness expresses intentional goal-directed behavior as it is also termed as “the will 
to succeed”. Similarly Boudrea, et al., (1999) note that conscientiousness is associated with 
being goal-directed, persistent and well organised. Van Zyl (2012) concluded that self-goal 
setting could essentially be associated with being conscientious in nature. This indicates that 
there may be some link between conscientiousness and goal-setting. The following hypothesis 
is therefore postulated: 
 
Hypothesis 1: Conscientiousness positively affects Goal-setting 
 
2.8.2. Conscientiousness and Self-Leadership 
 
Houghton (2000) is of the view that personality traits and self-leadership dimensions are 
significantly related. According to Houghton (2000), temperament theory forms the basis for 
deriving that individuals high in conscientiousness as well as a few other personality traits are 
likely to be more effective self-regulators; where self-leadership can be seen as a more highly 
developed form of self-regulation. Conscientiousness has been found to be significantly related 
to the three core self-leadership dimensions, i.e., behaviour focused strategies; natural rewards 
strategies; and constructive thought pattern strategies (Houghton, 2000). Similarly, a study 
conducted by Stewart et al., (1996) directly examining the relationship between self-leadership 
and conscientiousness found there to be a positive relationship between the two variables. In 
addition, van Zyl (2012) found certain personality traits such as conscientiousness to be 
significantly related to self-leadership scores, particularly self-goal setting. Houghton, Dawley 
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and DiLiello (2012) point out that Guzzo (1998, p. 214) convey uncertainty regarding whether 
“self-leadership is distinguishable from other, existing psychological constructs such as the 
personality dimension of conscientiousness…” For this reason it is postulated that: 
 
Hypothesis 2: Conscientiousness positively affects Self-leadership 
 
2.8.3. Conscientiousness and Academic Self-efficacy 
 
In a study conducted by Martocchio and Judge (1997), it was found that conscientiousness 
positively correlated with self-efficacy which also positively correlated with learning. The 
conscientious person is purposeful, strong-willed and determined (Rothman & Coetzer, 2003, 
p. 69). Similarly, an individual possessing strong self-efficacy, according to Scott (1996), is 
confident and feels in control and motivated to work toward a specific learning goal. Judge and 
Erez (2007) further point out that a high level of self-efficacy is a distinctive attribute of 
conscientious individuals. Similarly, Lee and Klein (2002) established in their study that 
conscientious individuals had higher self-efficacy and in turn self-efficacy positively 
influenced learning. In addition, Chen, Casper and Cortina (2001) found that conscientiousness 
together with cognitive ability correlated positively with self-efficacy. The following 
hypothesis is therefore postulated: 
 
Hypothesis 3: Conscientiousness positively affects Academic self-efficacy 
 
2.8.4. Conscientiousness and Motivation to learn 
 
Colquitt and Simmering (1998) partially examined conscientiousness and goal orientation as 
predictors of motivation to learn and found that conscientiousness and learning orientation 
were positively related to motivation to learn. Similarly, studies conducted by Colquitt and 
LePine (2000), and LePine et al., (2004) also reported a positive relationship between 
conscientiousness and motivation to learn. In a related view, an investigation implemented by 
Judge and Illies (2002) affirm that regardless of the motivational theory being applied, 
conscientiousness as well as neuroticism maintain a consistent positive relationship with 
motivation. Furthermore, Ariani (2013) found that three dimensions of intrinsic motivation, 
namely: challenge, curiosity and independent mastery, imply a relationship with 
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conscientiousness and therefore indicates relevance to learning. Holton (1996) adds that 
personality characteristics such as conscientiousness are expected to influence motivation to 
learn and, in turn, learning itself (Mahembe, 2014, p. 55). It is therefore postulated that: 
 
Hypothesis 4: Conscientiousness positively affects Motivation to learn 
 
2.8.5. Conscientiousness and Self-perceived Employability 
 
A study done by Cole (2004) indicates a positive relationship between conscientiousness and 
employability ratings for conventional jobs. In addition, Gellatly (1996) found 
conscientiousness to be significantly related to expectancy for success which in turn was related 
to motivation to achieve goals (Ariani, 2013). Conscientious individuals are those who are 
“dependable, responsible, goal-oriented, efficient, and organised” (Barrick & Mount, 1993 
cited in Williams, 1997). These attributes tend to be significantly sought after by employers 
today and more graduates are coming to realise this. For this reason it is hypothesised that these 
attributes of conscientiousness may be linked to self-perceived employability. The following 
hypothesis is therefore postulated: 
 
Hypothesis 5: Conscientiousness positively affects Self-perceived Employability 
 
2.8.6. Goal-setting and Motivation to learn 
 
Goal-setting has widely been linked to motivation based on Locke’s theory of motivation. The 
main idea behind this theory is that by setting SMART goals, the individual is more likely to 
be motivated to achieve them. Greenberg (2011) contend that one of the most influential 
motivational forces regulating the behaviour of people in organisations involves the process of 
setting goals. Goals motivate people to develop strategies that will enable them to perform at 
the required goal levels (Lunenberg, 2011, p. 3). Lunenberg (2011) further add that goal setting 
can be a powerful tool for motivating organisation employees, under the right conditions. 
Motivation derived from goal-setting can clearly be linked to motivation to learn in that if the 
goal is aligned with the learning objective, then the motivation to achieve this objective may 
increase depending on the individual’s goal-orientation and ability to set goals. For this reason 
it is postulated that: 
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Hypothesis 6: Goal-setting positively affects Motivation to learn 
 
2.8.7. Self-Leadership and Motivation to learn 
 
Houghton and Neck (2006) are of the opinion that the strategies of self-leadership may be 
beneficial for achieving the required self-direction and self-motivation to do well (Norris, 
2008). According to Houghton et al. (2012) self-leadership strategies are actually derived from 
the established theories of motivation and self-influence. Self-leadership merges the 
behavioural strategies suggested by self-management and self-control with cognitive strategies 
based on the concepts of intrinsic motivation and constructive thinking patterns (Houghton, 
2000, p. 10). A study conducted by Burger (2012) reveal that self-leadership significantly 
enhances learning motivation and should therefore be classified as a motivational theory. 
Similarly, Mahembe (2014) found self-leadership to be an important learning competency 
arguing that it relates with motivation to learn and self-efficacy to formulate the required 
intrinsic motivation for learning-directed behaviour and performance. The following 
hypothesis is therefore postulated: 
 
Hypothesis 7:Self-leadership positively affects Motivation to learn 
 
2.8.8. Academic Self-efficacy and Motivation to learn 
 
A study conducted by Zimmerman (2000) reveal self-efficacy beliefs to show convergent 
validity in influencing some critical factors in academic motivation such as level of effort, 
persistence, and emotional reactions. According to Zimmerman (2000, p. 87) self-efficacy 
beliefs provide individuals “with a sense of agency to motivate their learning through use of 
such self-regulatory processes as goal setting, self-monitoring, self-evaluation, and strategy 
use”. Colquitt et al., (2000) add that self-efficacy along with valence have quite often been 
assessed and found to be positively related to motivation to learn, as well as various other 
training outcomes. Furthermore, Scott (1996) argue that individuals high in self-efficacy are 
more confident and motivated to work toward a learning goal, as opposed to individuals low 
in self-efficacy who may be more unmotivated and more likely to find it difficult to work 
toward a goal. Norris (2008) add that self-efficacy predicts both natural reward strategies, 
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which are related to motivation, as well as constructive thought strategies, which are related to 
cognitive processes. It is therefore postulated that: 
 
Hypothesis 8: Academic Self-efficacy positively affects Motivation to learn 
 
2.8.9. Motivation to learn and Self-perceived Employability 
 
To date, there are not many studies available documenting the relationship between motivation 
to learn and self-perceived employability. However, it is clear that students who are more 
motivated to learn or who are more learning oriented tend to be more confident in their personal 
perceptions of how employable they are. Motivation is also seen as the driving force of 
behaviour and any behaviour and resources directed at academic achievement and developing 
ones employability skills is deemed to raise the level and awareness of employability. It is 
therefore postulated that: 
 
Hypothesis 9: Motivation to learn positively influences Self-perceived Employability 
 
2.8.10. Academic Self-efficacy and Self-Leadership 
 
According to Steers and Porter (1991) an important aspect of self-influence involves 
establishing intrinsic motivation through enhancing feelings of competence and self-control 
(perceptions of self-efficacy). Maddux and Gosselin (2003) add that strong self-efficacy beliefs 
are essential as they lead to effective self-regulation and persistence. Williams (1997) therefore 
proposed a positive association between self-efficacy and self-leadership noting that some 
studies show evidence that low self-efficacy may be predictive of an inability to self-regulate 
in the short-term. In line with this view, Norris (2008) argue that people who possess personal 
attributes such as general self-efficacy and the need for autonomy may be more inclined to 
practicing self-leadership strategies. Prussia et al. (1998) conducted a study on the mediating 
effects of self-efficacy on self-leadership and performance outcomes, and found self-leadership 
strategies to have a significant effect on self-efficacy evaluations, which in turn directly 
influenced performance. In addition, Mahembe (2014) found support of a positive relationship 
between self-efficacy and self-leadership. It is therefore postulated that: 
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Hypothesis 10: Academic Self-efficacy positively affects Self-leadership 
 
2.8.11. Self-leadership and Goal setting 
 
One of the core strategies that people who manage and lead themselves practice is that of goal-
setting (Manz, 1986; Stewart et al., 1996). Self-goal setting is included as one of the various 
factors that assesses the behaviour focused strategies of self-leadership in many studies that 
utilise self-leadership questionnaires (e.g., Houghton & Neck, 2002; Houghton & Yoho, 2005; 
Manz, 1986). Neck, Nouri and Godwin (2003) suggest that thought self-leadership be used as 
a mechanism to enhance participative goal setting and the goal setting process since thought 
self-leadership strategies interact reciprocally with the environment to influence goal setting. 
In line with this view, Stewart et al., (1996) argue that self-leadership training programmes 
should emphasise goal-setting as it would benefit individuals who are less conscientious. 
Furthermore, there appears to be a void in research assessing the relationship between self-
leadership and goal-setting. However, more findings report a relationship between self-
regulation and goal-setting and in this study, self-regulation is highlighted as being a 
fundamental process in self-leadership. Bandura (1991), for instance, highlights goal setting as 
a self-motivating sub-function of self-regulation noting that when people monitor their 
performances closely they tend to set goals for themselves to improve their progress. Similarly 
Locke and Latham (2002) concur that goal-setting is in fact a key variable in self-regulation 
and that training individuals in self-regulation influences their goal-setting capabilities. The 
following hypothesis is therefore postulated: 
Hypothesis 11: Self-leadership positively affects Goal setting 
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2.9. THEORETICAL MODEL 
 
Depiction of the factors that explain variance in self-perceived employability: 
 
Figure 2.1 Theoretical structural model 
2.10. CONCLUSION 
 
In this chapter, the literature study and the theoretical arguments aimed at developing a 
plausible answer to the research initiating question was presented. Five variables were explored 
and hypothesised to have a significant role in explaining variance in self-perceived 
employability. Namely: motivation to learn, goal-setting, self-leadership, academic self-
efficacy, and conscientiousness. Subsequently, a structural model was developed from the 
theoretical argument with the aim of demonstrating the relationship between the 
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aforementioned variables. In the following chapter, the research methodology designed to test 
the proposed structural model will be discussed.  
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CHAPTER 3 
RESEARCH METHODOLOGY 
 
3.1 INTRODUCTION 
 
The purpose of this chapter is to describe the research methods applied in this study for the aim 
of investigating the factors that influence self-perceived employability. In the previous chapter 
an exploratory structural model was developed to demonstrate how the proposed factors 
interact with one another in influencing self-perceived employability. These factors included 
motivation to learn, goal-setting, self-leadership, academic self-efficacy, and 
conscientiousness. In order to test this structural model a viable strategy needs to be executed. 
This chapter therefore describes the devised strategy by comprehensively discussing the 
research objectives, research design, population, data collection procedure, and data analysis 
procedure implemented for the purpose of answering the research question. Furthermore, the 
measuring instruments utilised to measure the specified variables are discussed in terms of their 
validity and reliability, along with the biographical details of the participants.    
 
3.2 STATISTICAL RESEARCH HYPOTHESES 
 
The objective of this study is to develop and test a structural model depicting the factors that 
explain variance in self-perceived employability and the manner in which the proposed 
variables combine in order to influence self-perceived employability. The structural model was 
developed subsequent to a comprehensive literature review done in chapter 2. The resultant 
structural model is depicted in Figure 3.1. Based on the self-perceived employability structural 
model, several statistical research hypotheses were developed. 
 
The statistical hypothesis to be tested in this study was dichotomised into the following eleven 
path-specific hypotheses: 
Hypothesis 1: Conscientiousness positively affects Goal-setting 
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Hypothesis 2: Conscientiousness positively affects Self-leadership 
Hypothesis 3: Conscientiousness positively affects Academic self-efficacy 
Hypothesis 4: Conscientiousness positively affects Motivation to learn 
Hypothesis 5: Conscientiousness positively affects Self-perceived Employability 
Hypothesis 6: Goal-setting positively affects Motivation to learn 
Hypothesis 7: Self-leadership positively affects Motivation to learn 
Hypothesis 8: Academic Self-efficacy positively affects Motivation to learn 
Hypothesis 9: Motivation to learn positively influences Self-perceived Employability 
Hypothesis 10: Academic Self-efficacy positively affects Self-leadership 
Hypothesis 11: Self-leadership positively affects Goal setting 
 
Figure 3.1.The proposed self-perceived employability structural model 
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3.3 RESEARCH DESIGN 
 
A research design is a strategic framework designed to guide action in response to the research 
question (TerreBlanche & Durrheim, 1999). It is concerned with various crucial decisions 
regarding the study which the researcher has to make such as the entities to be studied, the 
aspects or characteristics of the entities concerned, and the relationship between these predicted 
characteristics (Singleton, Straits, & Straits, 1993). There are three core research design 
approaches used in research studies discussed by Sale, Lonfeld, and Brazil (2002) namely; 
quantitative, qualitative, and mixed method. However, the approach implemented in this study 
is a quantitative approach. According to Sale et al., (2002), a quantitative approach is based on 
positivism and assumes that only one truth exists and that an objective reality separate from 
human perception can be found. The quantitative approach focuses on the use of numbers and 
statistics in the analysis and interpretation of the research findings (TerreBlanche & Durrheim, 
2006) which are then generalised from the selected sample to the population. The reason for 
using this approach is due to the fact that it provides the possibility of gaining access to a large 
amount of information in a short period of time. The main disadvantage however is that the 
information collected from this approach may not be as rich and detailed as information that 
would be produced from a qualitative approach.  
 
A cross-sectional research method, based on the survey approach, was used in this study.  
Sekaran (2001) note that in a cross-sectional study data is gathered at only one point in time, 
possibly over a period of days or weeks or months,  for the purpose of answering a research 
question. Since this study did not require information from the sample at different points in 
time, the cross-sectional research method was the most applicable. The main disadvantage of 
this method however, according to Singleton et al., (1993), is that the level of accuracy of the 
information gained from the respondents is much more limited.     
 
3.4 POPULATION AND SAMPLE 
 
A population can be defined as the specific group of people that the research has been 
conducted on; which allows the researcher to examine the elements of the study (Sekaran, 
2001). The population for the purpose of this study included final year students at the 
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University of the Western Cape (UWC) studying courses in Industrial Psychology. The final 
year students were classified as those who were in the process of completing exit-level 
modules. The sample was representative of the population of UWC students studying in the 
field of Industrial Psychology.  
 
According to Sekaran (2001), a sample refers to a subset of an entire population that is studied 
by the researcher made up of a selection of individuals from the population. In other words, it 
is the group of participants taking part in the investigation and who the findings will be based 
on. Sekaran (2003) further adds that each student in the sample is considered an element of the 
population. The sample size for this quantitative research study comprised of 173 students 
(N=173). This sample was drawn from final year undergraduate and postgraduate students 
studying Industrial Psychology at the University of the Western Cape. According to Sekaran 
(2003) any sample larger than 30 but less than 500 may be considered appropriate for most 
research actions.  A sample of 173 students could therefore be considered a sufficient amount. 
A questionnaire was used to carry out the investigation and was considered appropriate to this 
study as it falls in line with the research question and allows for the ability to access and gain 
information from such a large sample.   
 
3.5 DATA COLLECTION PROCEDURE 
 
3.5.1 Sampling procedure 
 
The sampling design utilised in this study is the non-probability sampling method. In non-
probability sampling designs, the elements in the population have no probabilities attached to 
their being chosen as sample subjects (Sekaran, 2001, p. 277). The type of non-probability 
sampling method used was convenience sampling which according to Sekaran (2001) involves 
collecting information from members of a population who are conveniently able to provide it. 
The advantages of using this type of sampling method may be that it is easy, quick, convenient 
and inexpensive to implement (Singleton, et al., 1993). The main disadvantage of using this 
method, however, is that it may not be entirely generalisable (Sekaran, 2001). Convenience 
sampling was selected as it was found to be highly applicable to the purpose of this study. Prior 
arrangements were made with the department of industrial psychology lecturers, and 
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permission was granted to distribute questionnaires for this study to those final year industrial 
psychology students who were present during their lecture hours. 
 
3.5.2 Method of data collection 
 
A closed ended questionnaire was utilised as the data collection method for this study. 
According to Sekaran (2001) a questionnaire is made up of a predetermined set of written 
questions that respondents need to answer, usually within rather carefully defined alternatives. 
This method is considered an efficient way to collect a large amount of data over a relatively 
short period of time. The questionnaires contained a consent form with a section indicating 
what the information will be used for, a biographical information section, and six measuring 
instruments. Hard-copy questionnaires were prepared and distributed to final year industrial 
psychology students during their lecture times. Prior arrangements were made with the course 
co-ordinators and lecturers of the various courses in order to utilise a portion of their lecture 
time. Specific dates and times were set to administer the questionnaires. The questionnaires 
were administered to both undergraduate and post-graduate final year industrial psychology 
students which consisted of third year and honour’s year level students. Participants were 
informed that they were not obligated to participate and that they may refuse to participate 
without consequence. They were also verbally informed by the researcher about the purpose 
and objectives of the study and what the information will be utilised for. The questionnaire 
contained biographical information and a consent form of which the students, who voluntarily 
agreed to participate, were asked to complete. The anonymity of the participants was 
communicated and confidentiality was assured and strictly adhered to.     
 
3.6 MEASURING INSTRUMENTS 
 
Six measuring instruments were utilised in this study in order to measure each of the subsequent 
variables. In terms of the psychometric properties, the instruments have been found to be 
reliable and valid measures of the variables being assessed. The instruments include: 
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3.6.1 Self-perceived Employability 
 
Self-perceived employability was measured using the state of the external labour market 
subscale contained in the 16-item scale developed by Rothwell and Arnold (2007). According 
to Rothwell and Arnold (2007), the self-perceived employability instrument consists of two 
distinct subscales of which six items were designed to focus on internal employability and ten 
items focused on external employability. The item questions were scored using a 5-point Likert 
scale with response options ranging from (1) strongly agree to (5) strongly disagree.  
 
  
3.6.2 Motivation to learn 
 
Motivation to learn was measured using an adapted version of the Nunes (2003) 20 item 
motivation to learn questionnaire cited in Mahembe (2014). This version is made up of 6 items 
with item questions such as “I intend to increase my learning in the current semester” and “I 
intend to do my best in the current semester.” The items were assessed using a seven-point 
Likert scale with response options ranging from (1) strongly disagree to (6) strongly agree. 
According to Mahembe (2014), the scale has good psychometric properties with a Cronbach 
alpha (α) of 0.94.  
 
3.6.3 Goal-setting 
 
Goal-setting was measured using an instrument developed and validated by Davids (2015). 
According to Davids (2015), the instrument is based on Goal-setting theory and was provided 
to academic staff members at the University of the Western Cape. The Cronbach’s alpha (α) 
coefficient of this scale was found to be 0.748, using a sample of final year students from a 
department within the University of the Western Cape (Davids, 2015).  The scale consists of 8 
items measured on a 5-point Likert scale with response alternatives ranging from (1) not at all 
accurate to (5) completely accurate. 
 
3.6.4 Abbreviated Self-leadership 
 
Self-leadership was measured using the Abbreviated Self-Leadership questionnaire (ASLQ) 
developed and validated by Houghton, Dawley and DiLiello (2012). Before utilising this 
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questionnaire, a pilot test was run on a small sample of students within the department of 
industrial psychology to assess the psychometric properties of this questionnaire within the 
current context. The revised self-leadership questionnaire (RSLQ) was initially considered to 
assess this variable however due to the considerable length of the scale it would not have been 
viable or practical to use in the current study. Alternatively, the abbreviated self-leadership 
scale was therefore selected. The ASLQ is an adapted version of the original 35-item RSLQ 
developed by Houghton and Neck (2002). Houghton et al., (2012) argue that the ASLQ is 
useful for researchers wishing to measure self-leadership as one variable of interest and is more 
practical than the full 35-item RSLQ. The ASLQ comprises 9 items graded using a 5-point 
Likert scale. Response alternatives for this measure ranges from (1) Strongly Agree to (5) 
Strongly Disagree. According to Houghton et al., (2012) the ASLQ has been found to have a 
Cronbach alpha (α) coefficient of 0.73. Mahembe, Engelbrecht and Wakelin (2017) reported 
reliability coefficients of 0.66, 0.68, and 0.54 for the dimensions of the scale. However, for the 
overall ASLQ scale, Mahembe et al., (2017) obtained an adequate Cronbach alpha coefficient 
of 0.77.  
 
3.6.5 Academic Self-efficacy 
 
Self-efficacy was measured using the Academic Self-Efficacy scale developed by Burger 
(2012). The scale is made up of 12-item statements measuring the perception of ability to 
operate successfully in an academic situation (Mahembe, 2014) and is measured using a 7-
point Likert scale. Response alternatives of the items range from (0) never, (1) almost never, 
(2) rarely, (3) often, (4) very often, (5) very often to (6) always. According to Burger (2012 
cited in Mahembe 2014) the Cronbach alpha (α) internal consistency of this scale was reported 
to be 0.91.  
 
3.6.6 Conscientiousness 
 
Conscientiousness was measured using an adapted version of the International Personality Item 
Pool (IPIP) measure. The IPIP was designed to assess the Big Five personality factors and is 
made up of a total of 50 items (Goldberg, 1999; Goldberg, 2001; Goldberg, Johnson, Eber, 
Hogan, Ashton, Cloninger & Gough, 2006). Each of the five personality dimensions contains 
10 items uniquely suited to measure the specified personality factor. The current study however 
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only utilised the conscientiousness subscale of the IPIP in light of the nature of the theoretical 
model. The 10 items of the conscientiousness scale were measured on a 5-point Likert scale in 
which 4 items were negatively worded and subsequently reverse coded. Response alternatives 
for this scale ranged from (1) Very Inaccurate to (5) Very Accurate. Mahembe (2014) explain 
that the conscientiousness subscale of the IPIP has been found to have a Cronbach alpha (α) of 
0.77.   
 
3.6.7 Overview of reliability of measures 
 
The reliability of the various variables assessed in the questionnaire designed for this study was 
calculated based on the Cronbach Alpha (α) coefficient. An overview of the reliability 
coefficients are listed in the table below: 
 
Table 3.1. 
Overview of the reliability coefficients of the instruments 
 
 
 
 
 
 
 
 
 
 
 
 
3.6.8 Biographical questionnaire  
 
The biographical section of the questionnaire was made up of a few basic questions regarding 
the profile of the participants. This included their gender, age, ethnicity, and educational level. 
An overview of the biographical details of the participants is presented in the table below: 
 
Variable  α  Coefficients 
 
Abbreviated self-leadership 
Academic self-efficacy 
Goal-setting 
Conscientiousness 
Motivation to learn 
Self-perceived employability 
 
0.72 
0.94 
0.77 
0.73 
0.75 
0.91 
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Table 3.2. 
Sample Profile 
 
Variable Frequency Valid percentage 
Gender  
Male      47 27.2% 
Female 126 72.8% 
 
Age of participants 
18-24 114 76.5% 
25-34 28 18.8% 
35-44 5 3.4% 
44 and above  2 1.3% 
 
Ethnicity 
Black (African) 53 30.6% 
Coloured 96 55.5% 
White 9 5.2% 
Indian 13 7.5% 
Other 2 1.2% 
 
Highest qualification obtained 
Matric 85 49.1% 
Diploma 6 3.5% 
First Degree 78 45.1% 
Honour’s Degree 3 1.7% 
Master’s Degree 1 .6% 
 
 
3.7 STATISTICAL ANALYSIS 
 
In order to draw meaning from the data relating to the research problem and proposed 
hypotheses, the data needs to be manipulated in such a way that inferences can be made 
regarding the findings (Singleton, et al., 1993). Quantitative techniques apply a variety of 
statistical analyses to make sense of the data (TerreBlanch & Durrheim, 1999).  
 
In order to determine the reliability and uni-dimensionality of the measuring instruments, this 
study utilised item analysis and exploratory factor analysis (EFA). This was achieved with the 
use of SPSS Version 24. Structural equation modeling (SEM) was then used to analyse and test 
the structural model depicted in Figure 3.1. Lastly, LISREL version 8.80 was used to perform 
confirmatory factor analysis (CFA) and to fit the comprehensive LISREL model. 
http://etd.uwc.ac.za/
  
 
 
40 | P a g e  
 
3.7.1 Missing values 
 
The use of self-reporting instruments such as questionnaires or surveys may be convenient and 
easy for the researcher to utilise but they also tend to present a common issue relating to missing 
data. Missing data is in fact a common problem in all types of studies (Acock, 2005; Donders, 
van der Heijden, Stijnen & Moons, 2006) and is often due to a lack of response from 
participants (Mahembe, 2014). Before analysing the data for this study, the way in which 
missing values would be treated had to be addressed. According to Donders, et al. (2006), there 
are many techniques for handling missing data but the most preferred technique is that of 
multiple imputations. This method involves replacing missing values with averages obtained 
from all the cases in the variable concerned (Du Toit & Du Toit, 2001 cited in Mahembe, 2014). 
This study therefore employed the multiple imputations method using LISREL 8.80 to address 
the problem of missing data. 
 
3.7.2 Item Analysis 
 
Item analysis refers to the process of deleting any items that do not contribute to the total 
reliability score of the scales concerned. In order to measure a particular construct efficiently, 
all the items selected to represent the measurement of that construct should have high 
correlations with it. Items that have a low relationship with the construct are therefore removed 
(Pallant, 2016). Item analysis was performed in this study using the reliability-analysis 
procedure available in SPSS Version 24. This procedure produced the relevant information 
required for the analysis such as the Cronbach alpha value, the item-total correlation statistics, 
and the inter-item correlation matrix. According to Pallant (2016) items that are found to have 
an item-total correlation value of less than .3 needs to be removed as these items would 
significantly increase the scale reliability coefficient if removed. Furthermore, in order to 
effectively determine the level of reliability for the various scales and subscales, Nunnally 
(1967) provide the following guidelines: 
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Table 3.3 
General guidelines for interpreting reliability coefficients 
 
 
Reliability coefficient 
value  
 
Interpretation  
0.9 and above  excellent  
0.80 – 0.89  good  
0.70 – 0.79  adequate  
below 0.70  may have limited 
applicability  
(Nunnally, 1967, p. 206) 
 
3.7.3 Dimensional Analysis using Exploratory Factor Analysis (EFA) 
 
Factor analysis is a statistical technique used to explain the correlations between certain 
variables with regards to their fundamental entities also referred to as factors (Tinsley & 
Brown, 2000). This is accomplished by pin-pointing a fairly small number of factors that can 
be used as representatives in describing the relationship between sets of interrelated variables 
(TerreBlanche & Durrheim, 1999). Tinsley and Brown (2000) explain that these factors are 
grouped into homogenous subsets based on similar correlation patterns. 
Exploratory factor analysis was employed in order to verify the uni-dimensionality of each 
scale and subscale of the various measuring instruments utilised by this study. This was done 
by analysing and removing items that were regarded as having considerably low factor loadings 
or that were resulting in heterogeneous subscales. During the exploratory factor analysis 
process a particular set of rules were followed in order to determine the amount of factors to 
be extracted and the items to be included in each factor. These rules were as follows: 
  
 Eigenvalues indicate the amount of variance explained by each factor and factors with 
eigenvalues greater than 1 are considered meaningful (TerreBlanche & Durrheim, 
1999). 
 An item with a loading of less than .30 on any factor will be excluded as it means that 
the item is measuring something different (Field, 2005; Pallant, 2016). 
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 An item with a loading greater than .30 on more than one factor will be excluded if the 
difference between the higher and lower loading was less than .25 (Nunnally & 
Bernstein, 1994; Tabachnick & Fidell, 2001).  
 A Kaiser-Meyer-Olkin measure of sampling adequacy (KMO) cut-off value utilised in 
this study was .70. According to Kaiser (as cited in Field, 2005), values greater than .5 
are regarded as acceptable, values between .5 and .7 are mediocre, values between .7 
and .8 are good, and values between .8 and .9 are great, whereas values above .9 are 
regarded as superb. 
 
3.7.5 Structural Equation Modeling (SEM) 
 
Structural Equation Modeling (SEM) was used to analyse the data and to test the theoretical 
model. SEM is a form of analyses commonly used to test measurement models and assess 
structural models in order to determine the relationships among latent variables (Harrington, 
2008). According to Hox and Bechger (2012), SEM involves a combination of factor analysis 
and regression or path analysis where the relationship between the theoretical constructs are 
demonstrated through the use of regression or path coefficients between the variables. The 
resultant structural equation models are “visualised by graphical path diagram” and 
“represented by a set of matrix equations” (Hox & Bechger, 2012, p. 1). This data analysis 
method was relevant to the current study in that it allowed for the capacity to assess the 
relationship between multiple variables and to test the theoretical model depicting the 
relationship between the latent variables and how they influence one another. 
 
The type of SEM analysis technique used in this study is confirmatory factor analysis (CFA), 
which Kelloway (1998) describes as one of the most common techniques used to assess the 
measurement properties of scales. According to Harrington (2009), CFA focuses on the 
relationships between indicator and latent variables depicted by a measurement model, whereas 
SEM looks at structural or causal paths between latent variables depicted by a structural model. 
This study included analyses of both a CFA measurement model and SEM structural model in 
the interpretation of the data. Furthermore, Kelloway (1998) notes that SEM is a powerful 
method for simultaneously examining predictive relationships among variables and 
determining the quality of measurement through the implementation of the confirmatory factor 
analysis technique available in SEM. This technique is discussed next.   
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3.7.6 Confirmatory Factor Analysis (CFA) 
 
Confirmatory factor analysis is used as a method for assessing various aspects of validity of 
measures (Harrington, 2009). According to Harrington (2009), this entails an examination of 
structural validity of the constructs, as well as an examination of the relationship between the 
various constructs and their manifest variables. During the theorising phase of this study a 
theoretical model was designed and specific meaning was assigned to the various constructs 
used in the model. The constructs and their role in the constitution of the model were reflected 
by specific indicator variables. A measurement model was then generated by the statistical 
programme LISREL 8.80 to visualise this design intention. The main purpose behind testing 
the validity of measures is therefore to confirm whether these measures (the observed data) are 
in fact related to specific latent variables based on the form depicted in the measurement model 
(Blaikie, 2003 as cited in Mahembe, 2014).  
 
Furthermore, structural equation modeling was performed to assess the specific hypotheses 
underlying the theoretical model and to test the fit of the model to the data using LISREL 
Version 8.80. 
 
3.7.7. Assessment of goodness of fit 
 
The goodness of fit of both the measurement and structural models was tested using the fit 
indices depicted in Table 3.4. 
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Table 3.4 
Criteria of goodness-of-fit 
Absolute fit measures 
Root Mean Square Error of 
Approx (RMSEA) 
Values of 0.08 or below indicate acceptable fit, 
those below 0.05 indicate good fit, and values 
below 0.01 indicate outstanding fit. 
P-Value for Test of Close Fit 
(RMSEA < 0.05) 
Values > 0.05 indicate good fit. 
Root Mean Square Residual 
(RMR) 
Lower values indicate better fit, with values below 
0.08 indicative of good fit. 
Standardised RMR Lower values indicate better fit, with values less 
than 0.05 indicating good fit. 
Goodness of Fit Index (GFI) Values closer to 1 and > 0.90 represent good fit. 
Incremental fit measures 
Normed Fit Index (NFI) Values closer to 1 indicate better fit, with values > 
0.09 indicative of good fit. 
Non-Normed Fit Index 
(NNFI) 
Higher values indicate better fit, with values > 0.90 
indicative of good fit. 
Adjusted Goodness of Fit 
(AGFI) 
Values closer to 1 indicate better fit, with values > 
0.90 indicative of good fit. 
Comparative Fit Index (CFI) Values closer to 1 indicate better fit, with values > 
0.90 indicative of good fit. 
Incremental Fit Index (IFI) Values closer to 1 indicate better fit, with values > 
0.90 indicative of good fit. 
Relative Fit Index (RFI) Values closer to 1 indicate better fit, with values > 
0.09 indicative of good fit. 
 
3.8 ETHICAL CONSIDERATIONS 
 
There are various ethical issues that need to be taken into consideration by the researcher when 
conducting a study. This is done for morality and in order to ensure that no physical or 
psychological harm is done to any of the participants. One of the main considerations involves 
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maintaining the confidentiality of participants where Sekaran (2001) explain that 
confidentiality involves “treating the information given by the respondent as strictly 
confidential and guarding his or her privacy”. This study maintained the confidentiality of the 
participants by not using any personal or identifiable information about them at any point in 
this study. In addition, in order to ensuring anonymity, the identity of participants was protected 
from disclosure and participants remain unknown. Thus, confidentiality as well as anonymity 
of participants was ensured throughout the study.  
 
Furthermore, according to Sekaran (2001), the nature of the study should also not be 
misrepresented to the participants, and the purpose of the research needs to be clearly explained 
to them. The purpose of this study and how the information gained will be used was clearly 
communicated to the participants verbally and through the use of a consent form as Sekaran 
(2001) adds that it is imperative to obtain informed consent from participants. Sekaran (2001) 
also points out that “no one should be forced to respond to the survey, and if someone does not 
want to avail of the opportunity to participate, the individual’s desire should be respected”. It 
has therefore also been communicated to the participants that participation is entirely voluntary 
and that they are allowed to participate by their own will or refuse to participate without 
consequence.  
 
Lastly, the ethical principles of non-malevolence and benevolence were upheld in this study. 
No foreseen harm as a direct or indirect consequence of the study is expected, the researcher 
ensured that no actions were taken that would intrude on the emotional, physical or 
psychological well-being of participants. Furthermore, the research study was conducted in 
hopes of benefiting various stakeholders, particularly research participants, and current as well 
as future graduate students who will be able to gain insight into the critical factors that influence 
their self-perceived employability.   
 
3.9 CONCLUSION 
 
This chapter discussed the methodological framework implemented by this study. This 
encompassed a detailed discussion of the research design, population and sampling procedure, 
data collection procedure, measuring instruments, and data analysis techniques utilised. In 
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addition, the proposed self-perceived employability theoretical model derived from an in-depth 
literature study was outlined in this chapter including the various hypotheses to be tested. 
Furthermore attention was drawn to some fundamental research ethics taken into consideration 
in this study.   
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CHAPTER 4 
PRESENTATION OF RESULTS 
 
4.1 INTRODUCTION 
 
The aim of this chapter is to provide a detailed presentation of the research data analysis results 
discussed in chapter 3. In the previous chapter, the main research objective and hypotheses 
were outlined. In addition, a theoretical model proposed in this study in response to the research 
initiating question was presented (see figure 3.1). Subsequently, eleven statistical hypotheses 
were formulated regarding the relationships hypothesised between the variables highlighted in 
the theoretical model. The results of the statistical analysis performed to test these hypotheses 
are described in this chapter. This includes a discussion of how missing values were addressed, 
the findings of the item and dimensional analyses, and more specifically an evaluation of the 
structural model and the resultant hypotheses.  
 
4.2 MISSING VALUES 
 
The problem relating to addressing missing values when analysing data is a common 
occurrence when the method of data collection involves the use of self-report instruments 
(Mahembe, 2014). In order to deal with this problem the multiple imputation method using 
LISREL 8.80 was utilised in this study. According to Donders, et al. (2006), there are many 
methods used to handle missing values but the multiple imputation method produces the most 
valid results without causing complications with the analysis. This method is based on the 
principle of replacement (Donder, et al., 2006) where missing values are replaced with values 
derived from averages of the variables measured (Mahembe, 2014). The implementation of this 
method ensured that all 173 cases of the sample were retained and rendered usable for the 
purpose of this study.  
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4.3 ITEM ANALYSIS 
 
The questionnaire employed in this study in order to collect data from the sample population 
consisted of six scales designed to measure each variable. Using SPSS Reliability procedure 
(SPSSS version 24), item analysis was performed on each of the scales and subscales. The 
purpose of conducting item analysis was to identify and discard any items that had no 
contribution to the internal consistency of the various variables assessed by the respective 
scales.  
 
4.3.1. Item analysis of the Motivation to learn Scale 
 
The motivation to learn scale obtained an internal consistency coefficient of α = 0.837 which 
according to Nunnally (1967) can be considered good. The corrected item-total correlation 
values found in the Item-Total Statistics table below provide an indication of the degree at 
which each item correlates with the total score (Pallant, 2016). All the corrected item-total 
correlations values for this scale were greater than 0.30 which indicates that all the items form 
part of the same construct (Pallant, 2016). None of the items appeared to be problematic and 
therefore all were included in the analysis. This is illustrated in the following table:    
 
Table 4.1  
The reliability analysis output of the Motivation to learn scale 
 
Reliability Statistics 
 
Cronbach's Alpha 
 
Cronbach's 
Alpha Based on 
Standardized 
Items 
N of Items 
 
.837 .847 6 
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Item-Total Statistics 
 
Scale Mean if 
Item Deleted 
Scale Variance 
if Item Deleted 
Corrected 
Item-Total 
Correlation 
Squared 
Multiple 
Correlation 
Cronbach's 
Alpha if Item 
Deleted 
mtl1 30.54 15.331 .540 .341 .824 
mtl2 31.09 14.231 .503 .395 .841 
mtl3 30.88 14.091 .673 .514 .798 
mtl4 30.62 14.586 .671 .563 .799 
mtl5 30.74 14.252 .686 .585 .796 
mtl6 30.32 15.697 .676 .532 .805 
 
 
4.3.2. Item analysis of the Goal-setting scale 
 
A Cronbach alpha of 0.807 was obtained for the goal-setting scale which is regarded as good 
(Nunnally, 1967). The corrected item-total correlation indicated that all the items were above 
the recommended cut-off level of 0.30 (Pallant, 2016) and none of the items were deemed 
problematic. In addition the results indicate that none of the items would significantly increase 
the reliability coefficient if removed and therefore all the items were retained. This is illustrated 
in the following table: 
 
Table 4.2 
The reliability output of the Goal-setting scale 
 
 
Reliability Statistics 
Cronbach's 
Alpha 
 
Cronbach's 
Alpha Based 
on 
Standardized 
Items 
N of Items 
 
.807 .808 8 
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Item-Total Statistics 
 
Scale Mean if 
Item Deleted 
Scale Variance 
if Item Deleted 
Corrected 
Item-Total 
Correlation 
Squared 
Multiple 
Correlation 
Cronbach's 
Alpha if Item 
Deleted 
GS1 26.53 19.832 .638 .446 .768 
GS2 27.18 18.753 .629 .484 .767 
GS3 27.08 19.482 .569 .429 .777 
GS4 26.34 19.959 .596 .478 .774 
GS5 26.14 21.690 .481 .398 .791 
GS6 25.71 23.023 .364 .238 .804 
GS7 26.57 20.642 .413 .247 .803 
GS8 27.13 20.228 .488 .309 .790 
 
4.3.3. Item analysis of the Abbreviated Self-leadership scale 
 
The abbreviated self-leadership questionnaire (ASLQ) was developed and validated by 
Houghton, Dawley and DiLiello (2012) and consists of 9 items measuring three dimensions 
(Behaviour Awareness and Volition, Task Motivation, and Constructive Recognition).  The 
item analysis was applied to each of the three subscales separately.  
 
4.3.3.1. Behaviour Awareness and Volition subscale 
 
A Cronbach alpha of 0.709 was obtained for the behaviour awareness and volition subscale. 
This value is considered adequate as it falls just above the acceptable value of 0.70 (Nunnally, 
1967). When looking at the corrected item-total correlation table all of the items showed to be 
above 0.30 which indicates that the items correlate well with the total scores.  The item-total 
statistics table also indicated that none of the items would lead to an increase in the reliability 
coefficient if they were removed. This is illustrated by the following table:  
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Table 4.3 
The reliability output of the Behaviour Awareness and Volition subscale 
 
 
 
Reliability Statistics 
Cronbach's 
Alpha 
 
Cronbach's 
Alpha Based 
on 
Standardized 
Items 
N of Items 
 
.709 .712 3 
 
Inter-Item Correlation Matrix 
 asl1 asl2 asl3 
asl1 1.000 .422 .518 
asl2 .422 1.000 .417 
asl3 .518 .417 1.000 
 
Item-Total Statistics 
 
Scale Mean if 
Item Deleted 
Scale Variance 
if Item 
Deleted 
Corrected 
Item-Total 
Correlation 
Squared 
Multiple 
Correlation 
Cronbach's 
Alpha if Item 
Deleted 
asl1 3.80 1.779 .555 .319 .587 
asl2 3.53 1.681 .481 .232 .682 
asl3 3.77 1.734 .550 .316 .590 
 
4.3.3.2. Task Motivation subscale 
 
The task motivation subscale initially obtained a Cronbach alpha of 0.542 which falls 
substantially below the reliability cut-off value of 0.70 and is therefore regarded as having 
limited applicability (Nunnally, 1967). The corrected item-correlation, however, indicated that 
the reliability coefficient would significantly increase if item 6 was removed.  Item 6 was 
therefore removed and after removing the item the Cronbach alpha increased to an acceptable 
level of 0.798. This is depicted in Table 4.4. 
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Table 4.4 
The reliability output of the Task motivation subscale 
 
 
 
 
Reliability Statistics 
Cronbach's 
Alpha 
 
Cronbach's 
Alpha Based 
on 
Standardized 
Items 
N of Items 
 
.542 .583 3 
 
Inter-Item Correlation Matrix 
 asl4 asl5 asl6 
asl4 1.000 .667 .152 
asl5 .667 1.000 .135 
asl6 .152 .135 1.000 
 
Item-Total Statistics 
 
Scale Mean if 
Item Deleted 
Scale Variance 
if Item 
Deleted 
Corrected 
Item-Total 
Correlation 
Squared 
Multiple 
Correlation 
Cronbach's 
Alpha if Item 
Deleted 
asl4 4.55 2.726 .489 .448 .229 
asl5 4.57 2.944 .489 .445 .259 
asl6 4.07 3.111 .158 .025 .798 
 
 
4.3.3.3. Constructive recognition subscale 
 
The internal consistency coefficient of the constructive recognition subscale was found to fall 
substantially below the acceptable value of 0.70 with a Cronbach alpha of 0.567 (Nunnally, 
1967). However, the corrected item-total correlation indicated that by removing item 9 the 
reliability coefficient would significantly increase to a value of 0.608. Even though this value 
does not surpass the cut-off value of 0.70, it remained more favourable to remove the item. 
Item 9 was therefore removed and only items 7 and 8 were utilised. This is illustrated in table 
4.5. 
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Table 4.5 
The reliability output of the Constructive Recognition Subscale 
 
 
 
 
Inter-Item Correlation Matrix 
 asl7 asl8 asl9 
asl7 1.000 .437 .168 
asl8 .437 1.000 .296 
asl9 .168 .296 1.000 
 
Item-Total Statistics 
 
Scale Mean if 
Item Deleted 
Scale Variance 
if Item 
Deleted 
Corrected 
Item-Total 
Correlation 
Squared 
Multiple 
Correlation 
Cronbach's 
Alpha if Item 
Deleted 
asl7 3.72 1.565 .385 .193 .454 
asl8 3.45 1.412 .484 .242 .286 
asl9 3.48 1.925 .274 .089 .608 
 
4.3.4. Item analysis of the Academic self-efficacy scale 
 
The academic self-efficacy scale initially contained one negative item (item 3) which was 
reversed prior to the reliability analysis. However, after reversing the item, the item-total 
statistics indicated that the reliability coefficient would significantly increase if the item was 
deleted. The item was therefore removed and after removing it, the academic self-efficacy scale 
indicated an excellent Cronbach alpha of 0.92 (Nunnally, 1967).  
 
 
 
Reliability Statistics 
Cronbach's 
Alpha 
 
Cronbach's 
Alpha Based 
on 
Standardized 
Items 
N of Items 
 
.567 .563 3 
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Table 4.6 
The reliability output of the Academic Self-efficacy scale 
 
Reliability Statistics 
Cronbach's 
Alpha 
 
Cronbach's 
Alpha Based 
on 
Standardized 
Items 
N of Items 
 
.920 .919 11 
 
Item-Total Statistics 
 
Scale Mean if 
Item Deleted 
Scale Variance 
if Item 
Deleted 
Corrected 
Item-Total 
Correlation 
Squared 
Multiple 
Correlation 
Cronbach's 
Alpha if Item 
Deleted 
Acad1 45.43 64.653 .676 .589 .913 
Acad2 45.03 65.441 .574 .400 .918 
Acad4 45.88 62.910 .624 .515 .916 
Acad5 45.54 60.982 .754 .630 .909 
Acad6 44.85 65.256 .653 .566 .914 
Acad7 45.48 61.681 .802 .728 .907 
Acad8 45.24 61.208 .730 .658 .910 
Acad9 45.05 63.538 .739 .641 .910 
Acad10 45.38 59.970 .777 .720 .908 
Acad11 45.51 62.740 .716 .534 .911 
Acad12 44.46 68.657 .475 .328 .921 
 
 
4.3.5. Item analysis of the Conscientiousness scale 
 
The conscientiousness scale obtained an internal consistency coefficient of α = 0.787 after 
Items7, 8, 9 and 10 were reversed from negatively worded items. The corrected item total 
correlation indicated that the items all correlated above 0.30 with the total score and therefore 
form part of the same construct (Pallant, 2016). The item-total statistics table also indicates that 
there would be no significant increase in the reliability coefficient if an item was deleted. No 
items were therefore deleted. This is illustrated in Table 4.7.  
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Table 4.7 
The reliability output of the Conscientiousness scale 
 
Reliability Statistics 
Cronbach's 
Alpha 
 
Cronbach's 
Alpha Based 
on 
Standardized 
Items 
N of Items 
 
.787 .795 10 
 
Item-Total Statistics 
 
Scale Mean if 
Item Deleted 
Scale Variance 
if Item 
Deleted 
Corrected 
Item-Total 
Correlation 
Squared 
Multiple 
Correlation 
Cronbach's 
Alpha if Item 
Deleted 
consc1 33.72 33.783 .489 .432 .767 
consc2 33.40 32.218 .516 .456 .762 
consc3 33.94 32.997 .384 .228 .779 
consc4 33.10 33.222 .489 .371 .766 
consc5 33.80 31.779 .520 .421 .761 
consc6 33.61 34.308 .511 .454 .766 
conscR7 33.61 32.157 .417 .472 .776 
conscR8 33.21 33.204 .468 .508 .768 
conscR9 33.45 31.656 .470 .519 .768 
conscR10 33.23 33.862 .374 .241 .779 
 
 
4.3.6. Item analysis of the Self-perceived Employability scale 
Due to relatively low reliability of the self-perceived employability scale, a decision was made 
to only use the state of the external labour market subscale to measure self-perceived 
employability.  
 
4.3.6.1. Item analysis of the State of the labour market subscale 
 
The state of the external labour market subscale obtained a Cronbach alpha of 0.762 which is 
considered adequate (Nunnally, 1967). The corrected item-total correlation indicated that the 
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items all correlated above 0.30 with the total score and therefore all items were measuring the 
same construct (Pallant, 2016). None of the items appeared to be problematic and therefore all 
items for this scale were retained. This is illustrated by the following table: 
 
Table 4.8 
The reliability analysis output of the State of the External Labour Market subscale 
 
Reliability Statistics 
Cronbach's 
Alpha 
 
Cronbach's 
Alpha Based 
on 
Standardized 
Items 
N of Items 
 
.762 .758 6 
 
Item-Total Statistics 
 
Scale Mean if 
Item Deleted 
Scale Variance 
if Item 
Deleted 
Corrected 
Item-Total 
Correlation 
Squared 
Multiple 
Correlation 
Cronbach's 
Alpha if Item 
Deleted 
emp9 12.45 10.190 .512 .281 .725 
emp10 12.53 10.460 .449 .240 .741 
emp11 12.29 9.358 .537 .355 .718 
emp12 11.90 9.036 .609 .477 .696 
emp13 12.51 9.414 .555 .395 .712 
emp14 12.75 11.481 .356 .206 .760 
 
4.4 DIMENSIONALITY ANALYSIS 
 
In this section, the results of the Exploratory Factor Analysis (EFA) performed on the various 
measuring instruments are presented. This primarily involves testing for uni-dimensionality of 
the subscales to ensure consistency among the scale items and that they measure the same 
underlying concept.  
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4.4.1. Dimensionality analysis output of the Motivation to learn scale 
 
The Motivation to learn scale obtained a Kaiser-Meyer-Olkin (KMO) measure of sampling 
adequacy value of .805 and the Bartlett’s Test of Sphericity test statistic obtained a value of 
436.996 (df= 15; p = 0.000). According to Kaiser (cited in Field, 2005) these values are 
considered satisfactory and indicate the factor analysability of the correlation matrix of the 
Motivation to learn scale. Only one factor obtained an eigenvalue larger than 1and this factor 
explained 57.099% of the variance. The factor matrix indicated that all the factor loadings were 
all above .50. The uni-dimensionality assumption of the Motivation to learn scale was therefore 
supported. The results are illustrated in the following table: 
 
Table 4.9 
Factor Matrix for the Motivation to learn scale 
 
 
Factor Matrixa 
 
Factor 
1 
mtl1 .600 
mtl2 .531 
mtl3 .701 
mtl4 .775 
mtl5 .794 
mtl6 .764 
 
 
4.4.2. Dimensionality analysis output of the Goal-setting scale 
 
Exploratory factor analysis shows that the Goal-setting scale is factor analysable as indicated 
by the Kaiser-Meyer-Olkin (KMO) index and Bartlett’s test of sphericity with values of .768 
and 305.708 (df= 15; p = 0.000) respectively. Kaiser (cited in Field, 2005) suggests that these 
values are considered satisfactory and demonstrate the factor analysability of the correlation 
matrix of the Goal-setting scale. Items GS6 and GS8 were removed as they were found to be 
inapplicable to a university situation and to the nature of this study. After removing these items, 
uni-dimensionality was achieved. Only one factor with an eigenvalue greater than 1 was 
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obtained. The factor loadings were all substantially above .50 except for item GS7 that was 
found to be below the .50 level. The results are illustrated in the following table: 
 
Table 4.10 
Factor matrix for the Goal-setting scale 
 
 
 
 
4.4.3. Dimensionality analysis of the Abbreviated Self-leadership scale 
 
4.4.3.1. The dimensionality analysis output of the Behaviour awareness and volition 
subscale 
 
Exploratory factor analysis shows that the Behaviour awareness and volition subscale is factor 
analysable as indicated by the KMO index and Bartlett’s test of sphericity with values of .668 
and 98.018 (df= 3; p = 0.000) respectively. Kaiser (cited in Field, 2005) suggests that these 
values are acceptable indicate the factor analysability of the correlation matrix of the Behaviour 
awareness and volition subscale. The Behaviour awareness and volition subscale was found 
to be uni-dimensional. Only one factor was found to have obtained an eigenvalue greater than 
1 and this factor explained 63.540% of the variance. The factor matrix revealed that all the 
items loaded on one factor satisfactorily as all factor loadings were greater than .50. The results 
are illustrated in the following table: 
 
Factor Matrixa 
 
Factor 
1 
GS1 .711 
GS2 .709 
GS3 .652 
GS4 .708 
GS5 .561 
GS7 .414 
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Table 4.11 
Factor matrix for the Behaviour awareness and volition subscale 
 
 
 
Factor Matrixa 
 
Factor 
1 
asl1 .722 
asl2 .584 
asl3 .716 
 
 
4.4.3.2. The dimensionality analysis output of the Task motivation subscale 
 
Exploratory factor analysis shows that the Task motivation subscale is factor analysable as 
indicated by the KMO index and Bartlett’s test of sphericity with values of .500 and 100.165 
(df= 1; p = 0.000) respectively. According to Kaiser (cited in Field, 2005) these values are 
considered acceptable and indicate the factor analysability of the correlation matrix of the Task 
motivation subscale. The Task motivation subscale was found to be uni-dimensional. Only one 
factor obtained an eigenvalue greater than 1 and this factor accounted for 83.327% of the 
variance. The factor matrix revealed that the factor loadings were substantially above .50. The 
results are illustrated in the following table: 
 
Table 4.12 
 
Factor matrix for the Task motivation subscale 
 
 
Factor Matrixa 
 
Factor 
1 
asl4 .816 
asl5 .816 
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4.4.3.2. The dimensionality analysis output of the Constructive recognition subscale 
 
Exploratory factor analysis shows that the Constructive recognition subscale is factor 
analysable as indicated by the KMO index and Bartlett’s test of sphericity with values of .500 
and 36.122 (df= 1; p = 0.000) respectively. This provides evidence that the correlation matrix 
was factor analysable (Kaiser cited in Field, 2005). Item asl9 was removed prior to the factor 
analysis. The Constructive recognition subscale was found to be uni-dimensional. Only one 
factor was found to have obtained an eigenvalue greater than 1 and this factor explained 
71.847% of the variance. The factor matrix revealed that the items loaded on one factor 
satisfactorily as factor loadings were greater than .50. The results are illustrated in the following 
table: 
 
Table 4.13 
Factor matrix for the Constructive recognition subscale 
 
Factor Matrixa 
 
Factor 
1 
asl7 .660 
asl8 .660 
 
 
4.4.4. Dimensionality analysis output of the Academic Self-efficacy scale 
 
The Academic self-efficacy scale obtained a Kaiser-Meyer-Olkin (KMO) measure of sampling 
adequacy value of .872 and the Bartlett’s Test of Sphericity test statistic obtained a value of 
913.485 (df= 36; p = 0.000). According to Kaiser (cited in Field, 2005) these values are 
considered highly satisfactory and indicate the factor analysability of the correlation matrix of 
the Academic self-efficacy scale. Item Acad3 was removed during the reliability analysis as it 
was found to be a poor item and a decision was made to delete item Acad11 was as it was found 
to be measuring the same thing as item as item Acad1. During the initial round of exploratory 
factor analysis the Academic self-efficacy scale was not found to be uni-dimensional as item 
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Acad4 was a complex item. Eliminating the item resulted in a uni-dimensional scale. Only one 
factor obtained an eigenvalue larger than 1 and this factor explained 57.574% of the variance. 
The factor matrix indicated that the factor loadings were all substantially above .50. The results 
are illustrated in the following table: 
 
Table 4.14 
Factor matrix for the Academic self-efficacy scale 
 
 
Factor Matrixa 
 
Factor 
1 
Acad1 .669 
Acad2 .620 
Acad5 .771 
Acad6 .691 
Acad7 .820 
Acad8 .782 
Acad9 .800 
Acad10 .819 
Acad12 .495 
 
4.4.5. Dimensionality analysis output of the Conscientiousness scale 
 
The Conscientiousness scale could not be proven to be uni-dimensional. Exploratory factor 
analysis showed the existence of two factors. On the initial round of EFA item conscR10 was 
identified as a complex item and subsequently removed. After another round of exploratory 
factor analysis there still remained the existence of two factors. The identified two factors 
account for 37.730% and 58.993% of the variance respectively. The rotated pattern matrix 
shows that the items load on two factors underlying the Conscientiousness scale, as illustrated 
in Table 4.13. All the items loading on the two factors were above .50 with the exception of 
consc3 which missed the .50 level. The two factors were identified based on the common 
themes that emerged from the items loading on the two factors. It was found that Factor 1 
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referred to positive conscientious behaviour and Factor 2 generally referred to negative 
conscientious behaviour. Subsequently, the positively worded items loaded on Factor 1 
whereas the negatively worded items loaded on Factor 2. The factor fission therefore appeared 
to be method artefact. All the items appeared to be measuring the same underlying construct of 
Conscientiousness and were therefore regarded as measures of the Conscientiousness factor. 
Furthermore, it was considered permissible to create item parcels based on these results to 
represent the Conscientiousness latent variable in the measurement model.  
 
Table 4.15 
Pattern matrix for the Conscientiousness scale 
 
Pattern Matrixa 
 
Factor 
1 2 
consc1 .725 -.079 
consc2 .703 -.022 
consc3 .460 .018 
consc4 .548 .119 
consc5 .717 .008 
consc6 .711 -.027 
conscR7 -.013 .767 
conscR8 .018 .745 
conscR9 .002 .806 
 
4.4.5. Dimensionality analysis of the Self-perceived Employability scale 
 
As mentioned before, due to the low reliability of the Self-perceived employability scale a 
decision was made to only use the External labour market subscale in the measurement of self-
perceived employability.  
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4.4.5.1. The dimensionality analysis output of the External labour market subscale 
 
Exploratory factor analysis shows that the External labour market subscale is factor analysable 
as indicated by the KMO index and Bartlett’s test of sphericity with values of .744 and 243.220 
(df= 15; p = 0.000) respectively. Kaiser (cited in Field, 2005) suggests that these values are 
considered satisfactory and demonstrate the factor analysability of the correlation matrix of the 
External labour market subscale. The External labour market subscale was found to be uni-
dimensional. Only one factor was found to have obtained an eigenvalue greater than 1 and this 
factor explained 45.695% of the variance. The factor matrix revealed that all the items loaded 
on one factor and all factor loadings were greater than .50 with the exception of emp14 which 
missed the .50 level. The results are illustrated in the following table: 
 
Table 4.16 
Factor matrix for the External labour market subscale 
 
Factor Matrixa 
 
Factor 
1 
emp9 .589 
emp10 .508 
emp11 .637 
emp12 .732 
emp13 .652 
emp14 .399 
 
 
4.5. THE OVERALL MEASUREMENT MODEL FIT 
 
The main purpose of assessing the overall goodness-of-fit of a model is to determine the extent 
to which the hypothesised model is consistent with the empirical data (Mahembe, 2014).  The 
measurement model demonstrates the relationship between the latent variables (motivation to 
learn, goal-setting, self-leadership, academic self-efficacy, conscientiousness, and self-
perceived employability) and their manifest indicators, whereas the structural model describes 
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the relationships between the latent variables themselves. The statistical programme, LISREL 
Version 8.80 was used to perform a confirmatory factor analysis on the overall measurement 
model in order to test the goodness-of-fit of the measurement model. The robust maximum 
likelihood estimation method was used to produce the parameter estimates.  
 
Due to sample size restrictions, item parcels were used in this research study based on each of 
the manifest variables of each of the latent constructs. According to Holt (2004), item parcelling 
refers to the process of combining individual items into small groups of items within scales or 
subscales. After uni-dimensionality was determined, item parcels were created on each of the 
scales and subscales of the particular constructs being measured (motivation to learn, goal-
setting, self-leadership, academic self-efficacy, conscientiousness, and self-perceived 
employability).  
 
A variety of fit indices are used to evaluate the goodness of fit of the overall measurement 
model. A summary of the fit indices are shown in Table 4.17.  The root mean square error of 
approximation (RMSEA) value is 0.0301 which demonstrates good model fit as values below 
.05 are indicative of good model fit (Diamantopoulos & Siguaw, 2000).  
 
The root mean squared residual (RMR) and the standardized RMR values fall below .05 which 
indicates good fit (Diamantopoulos & Siguaw, 2000). The RMR and standardized RMR values 
for this case were 0.0209 and 0.0370 respectively.  
 
In terms of the goodness of fit index (GFI) and adjusted goodness of fit index (AGFI), values 
closer to 1 indicate better fit with values greater than .90 indicative of good fit. The GFI value 
in this case is 0.945 which indicates good fit. The AGFI is approximately 0.90 which also 
indicates good model fit. The relative fit indices depicted in Table 4.17 indicate that the NFI, 
NNFI, CFI, IFI, and RFI values are 0.96, 0.991, 0.994, 0.994, and 0.937. These indices 
generally indicate good fit of the independent model as acceptable values are above .90 
(Diamantopoulos & Siguaw). The path diagram of the measurement model is illustrated in 
Figure 4.1.  
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Table 4.17 
Goodness -of-fit statistics for the overall measurement model 
  
Fit index Value 
Degrees of Freedom 50 
Satorra-Bentler Scaled Chi-Square 57.817 (P = 0.209) 
Chi-square corrected for Non-Normality  111.852 (P= 0.000) 
Root Mean Square Error of Approximation (RMSEA) 0.0301 
90 Percent Confidence Interval for RMSEA (0.0; 0.0599) 
P-Value for Test of Close Fit (RMSEA < 0.05) 0.844 
Normed Fit Index (NFI) 0.96 
Non-Normed Fit Index (NNFI)   0.991 
Parsimony Normed Fit Index (PNFI)   0.615 
Comparative Fit Index (CFI)   0.994 
Incremental Fit Index (IFI)  0.994 
Relative Fit Index (RFI)  0.937 
Critical N (CN)  227.560 
Root Mean Square Residual (RMR)   0.0209 
Standardised RMR   0.0370 
Goodness of Fit Index (GFI)  0.945 
Adjusted Goodness of Fit Index (AGFI)   0.899 
Parsimony Goodness of Fit Index (PGFI)  0.519 
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Figure 4.1 
The Measurement model 
 
 
4.5.1. The completely standardised solution factor loading matrix 
 
The values shown in Table 4.18 depict the completely standardised solution factor matrix, 
which represent the regression slopes of the regression of the standardised indicator variables 
on the standardised latent variables.  According to Diamantopoulos and Siguaw (2000), the 
completely standardised factor loadings reveal the average change as expressed in standard 
deviations in the indicator variable affiliated with one standard deviation change in the latent 
variable. The standardised factor loadings for this case generally appear to be satisfactorily 
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above .30 with the exception of one item parcel for the abbreviated self-leadership 
questionnaire CCOG (.278) which is marginally below the .30 threshold and one item parcel 
of the Conscientiousness latent variable Consc_2 (1.086) which is greater than unity1.  
 
Table 4.18 
Completely standardised lambda-X matrix for the item parcels 
  
 
  
CONSCIEN 
 
SLEADER 
 
SEFFIC 
 
GOALSET 
 
SEMPLOYA 
 
MOTIVAT 
 
BAV  0.650     
TMOT  0.497     
CCOG  0.278     
ASE_1   0.873    
ASE_2   0.916    
CONSC_1 0.663      
CONSC_2 1.086      
SPERC_1     0.917  
SPERC_2     0.604  
MOT_1      0.928 
MOT_2      0.900 
GOAL_1    0.879   
GOAL_2    0.824   
 
 
                                                          
1 According to Jöreskog (1999), there is nothing wrong with obtaining a completely 
standardised solution that is above one/unity. Further information on this is available at: 
http://www.ssicentral.com/lisrel/techdocs/HowLargeCanaStandardizedCoefficientbe.pdf   
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4.6. THE OVERALL STRUCTURAL MODEL FIT 
 
The purpose of the structural model is to describe the relationships between the latent variables 
themselves and the amount of unexplained variance. When assessing the structural model, the 
focus is on the relationships between the exogenous and endogenous variables with the aim of 
determining the fit and significance between the hypothesised relationships and the existing 
data.  
 
The statistical programme LISREL version 8.80 was used to determine the fit of the structural 
model. The robust likelihood estimation was used to generate the estimates. A summary of the 
indices provided by the LISREL programme are shown in Table 4.19 and the path diagram of 
the fitted structural model is depicted in Figure 4.2. 
Figure 4.2 
The structural model 
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Table 4.19 
Goodness-of-fit statistics for the structural model 
 
Fit index Value 
Degrees of Freedom 54 
Satorra-Bentler Scaled Chi-Square 59.121 (P = 0.294) 
Chi-square corrected for Non-Normality  129.691 (P= 0.000) 
Root Mean Square Error of Approximation (RMSEA) 0.0298 
90 Percent Confidence Interval for RMSEA (0.0; 0.0549) 
P-Value for Test of Close Fit (RMSEA < 0.05) 0.908 
Normed Fit Index (NFI) 0.959 
Non-Normed Fit Index (NNFI)   0.995 
Parsimony Normed Fit Index (PNFI)   0.664 
Comparative Fit Index (CFI)   0.996 
Incremental Fit Index (IFI)  0.996 
Relative Fit Index (RFI)  0.941 
Critical N (CN)  236.853 
Root Mean Square Residual (RMR)   0.0234 
Standardised RMR   0.0424 
Goodness of Fit Index (GFI)  0.944 
Adjusted Goodness of Fit Index (AGFI)   0.906 
Parsimony Goodness of Fit Index (PGFI)  0.560 
 
The RMSEA estimate for the structural model is 0.0298 which shows good model fit. The 
RMR and standardised RMR values are 0.0234 and 0.0424 respectively which indicates good 
model fit as values below 0.05 represent good fit. The GFI and AGFI obtained values of 0.94 
and 0.91 respectively which is indicative of satisfactory fit (Diamantopoulos & Siguaw, 2000; 
Mahembe, 2014).  The values for the NFI (.959), NNFI (.995), CFI (.996), IFI (.996), and RFI 
(.941) generally indicate good fit of the model over the independent model as the values are all 
above the acceptable level of .90.   
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4.6.1. Parameter estimates 
 
The main objective of assessing the structural model is to determine whether or not the 
theoretical relationships specified at the conceptualisation stage are validated by the empirical 
data. At this stage the main focus is on the structural correlations between the exogenous and 
endogenous latent variables and between the various endogenous latent variables. The process 
of assessing the structural model involves an in-depth analysis of the freed elements of the 
gamma (γ) and beta (β) matrices.  During the evaluation of the structural, it is of paramount 
importance to firstly evaluate the signs of the parameters that represent the paths between the 
latent variables.  This is done in order to determine the degree of consistence with the nature 
of causal effect hypothesised to exist between the latent variables. Secondly, it is essential to 
ascertain whether the parameter estimates are significant (p < .05) which is indicated by t-
values greater than 1.65.  
 
Table 4.20 
The beta matrix 
BETA         
 
              SEFFIC    SLEADER    GOALSET   SEMPLOYA    MOTIVAT    
            --------   --------   --------   --------   -------- 
   SEFFIC       - -      -0.641       - -        - -        - -  
                        (0.100) 
                         -6.411 
  SLEADER       - -        - -        - -        - -        - -  
  GOALSET       - -      -0.999       - -        - -        - -  
                        (0.154) 
                         -6.492 
 SEMPLOYA       - -        - -        - -        - -      -0.279 
                                                         (0.080) 
                                                          -3.482 
  MOTIVAT     -0.092     -4.769     -3.951       - -        - -  
             (0.118)   (13.543)   (13.035) 
              -0.782     -0.352     -0.303 
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Table 4.21 
The gamma matrix 
         GAMMA        
 
            CONSCIEN    
            -------- 
   SEFFIC      0.042 
             (0.090) 
               0.465 
  SLEADER     -0.286 
             (0.104) 
              -2.764 
  GOALSET     -0.073 
             (0.090) 
              -0.811 
 SEMPLOYA      0.032 
             (0.084) 
               0.382 
  MOTIVAT     -0.264 
             (1.125) 
              -0.234 
  
Hypothesis 1: Conscientiousness positively affects Goal-setting 
The t-value (t = -0.811) of the link between conscientiousness and goal-setting is less than 1.65. 
No significant positive relationship was therefore found between the two variables which 
suggest that the proposed relationship between conscientiousness and goal-setting was not 
supported. 
 
Hypothesis 2: Conscientiousness positively affects Self-leadership 
Conscientiousness has been found to have a significant negative relationship with self-
leadership (t = -2.764). This implies that the presence of one latent variable has an inverse 
effect on the other latent variable, and suggests that the proposed positive relationship between 
the two variables is not supported. 
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Hypothesis 3: Conscientiousness positively affects Academic self-efficacy 
The relationship between conscientiousness and academic self-efficacy was not supported as 
the t-value (t = 0.465) of the link between the two variables has been found to be less than 1.65. 
A non-significant relationship therefore exists between conscientiousness and academic self-
efficacy which suggests that the proposed relationship between these two variables was not 
supported. 
 
Hypothesis 4: Conscientiousness positively affects Motivation to learn 
The t-value (t = -0.234) of the link between conscientiousness and motivation to learn is less 
than 1.65. This indicates that there is no significant relationship between the two latent 
variables. The proposed relationship between conscientiousness and motivation to learn was 
therefore not supported. 
 
Hypothesis 5: Conscientiousness positively affects Self-perceived Employability 
No significant relationship has been found to exist between conscientiousness and self-
perceived employability as the t-value (t = 0.382) is less than 1.65. This suggests that the 
proposed relationship between conscientiousness and self-perceived employability was not 
supported.  
 
Hypothesis 6: Goal-setting positively affects Motivation to learn 
The t-value (t = -0.303) of the link between goal-setting and motivation to learn is less than 
1.65 and indicates that a non- significant negative relationship exists between these two latent 
variables. This suggests that the proposed relationship between goal-setting and motivation to 
learn was not supported.  
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Hypothesis 7: Self-leadership positively affects Motivation to learn 
Self-leadership and motivation to learn has been found to have a non-significant negative 
relationship as the t-value (t = -0.352) of the link between the two variables is less than 1.65. 
This suggests that the proposed relationship between the two latent variables is not supported. 
 
Hypothesis 8: Academic Self-efficacy positively affects Motivation to learn 
The t-value (t= -0.782) of the link between academic self-efficacy and motivation to learn is 
less than 1.65. A non-significant relationship between these two latent variables is therefore 
evident, which suggests that the proposed relationship between academic self-efficacy and 
motivation to learn has not been supported. 
 
Hypothesis 9: Motivation to learn positively influences Self-perceived Employability 
Motivation to learn has been found to have a significant negative relationship with self-
perceived employability (t = -3.482). A strong inverse significant relationship therefore exists 
between the two latent variables. These findings, however, suggests that the proposed positive 
relationship between motivation to learn and self-perceived employability was not supported. 
 
Hypothesis 10: Academic Self-efficacy positively affects Self-leadership 
The t-value of the link between academic self-efficacy and self-leadership (t = -6.411) indicate 
that a strong negative relationship exists between the two latent variables. This suggests that 
the proposed positive relationship between academic self-efficacy and self-leadership was not 
supported. 
 
Hypothesis 11: Self-leadership positively affects Goal setting 
A strong inverse statistically significant relationship exists between self-leadership and goal-
setting (t = -6.492). These findings, however, suggest that the proposed positive relationship 
between the two latent variables has not been supported. 
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4.7 CONCLUSION 
 
In this chapter the results of the research data analyses generated from the statistical 
programmes SPSS version 24 and LISREL version 8.80 were presented. Item and dimensional 
analyses were performed on the data to determine the psychometric properties of the various 
measures used in this study as well as to identify and remove poor items. The overall 
measurement model and structural model were assessed and fit indices for the models were 
determined and briefly discussed in terms of their implications. The results generally indicated 
good model fit between the data and both the measurement model and the structural model. 
However, the results of the parameter estimates revealed many of the relationships to be either 
inversely correlated or non-significant and therefore no positive significant relationships were 
found between the latent variables. Furthermore, none of the latent variables were found to 
positively influence self-perceived employability.   
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CHAPTER 5 
DISCUSSION, LIMITATIONS, RECOMMENDATIONS, AND PRACTICAL 
IMPLICATIONS 
 
5.1 INTRODUCTION 
 
In the previous chapters attention was firstly placed on the introduction to the research problem, 
and the literature on the potential latent variables that were hypothesised to influence self-
perceived employability. The statistical research hypotheses and the resultant theoretical model 
were presented in chapter three as well as the research methodology utilised to test the 
theoretical model. The results were then outlined in chapter four and are now being 
comprehensively discussed in the current chapter along with the limitations, recommendations, 
and practical implications of the study. The purpose of the present study was to answer the 
question, what are the intrinsic factors that explain variance in self-perceived employability 
amongst Industrial psychology students at a selected university in the Western Cape? 
Subsequently, the particular objectives of the study were: 
 To develop a model that could predict self-perceived employability  
 
 To understand the relationship between the identified factors 
 
 To evaluate the goodness of fit of the model 
 
 To assess the significance of the hypothesised paths in the model 
 
With regards to the first objective which relates to the development of a theoretical model to 
explicate the determinants of self-perceived employability, a theoretical model was developed 
in chapter two after an in-depth study of the existing literature. The manner in which the 
intrinsic factors relate was discussed in this chapter and the hypotheses were also postulated. 
 
In terms of the second objective which looks into the nature of the hypothesised relationships, 
the psychometric properties of the scales used had to be ascertained as a quality control measure 
http://etd.uwc.ac.za/
  
 
 
76 | P a g e  
 
to ensure that sound decisions regarding the relationships were made. Therefore the next 
section discusses the psychometric properties of the measures used followed by the nature of 
the hypothesised relationships. 
 
Before examining the fit of the measurement and structural models to the data, item and 
exploratory factor analysis (EFA) were performed on the measuring instruments utilised in this 
study. Item analysis was done to determine the reliability coefficients of the scales and 
subscales and to identify and delete items that were not correlating strongly with other items, 
or not contributing to the reliability of the scale. This was done using the item statistics 
estimates provided as part of the output from the reliability analysis procedure available in 
SPSS version 24. Items correlating below .30 with the total score (Pallant, 2016) as well as 
items that were indicated to significantly increase the Cronbach alpha if deleted, were removed. 
However, some items were not removed as a judgment was made to retain as many items as 
possible considering that the reliability coefficients of the scales were already low and 
removing these items would not lead to a significant increase in the reliability especially in 
cases that had few items.  
 
Exploratory factor analysis was then conducted to test for uni-dimensionality of the scales and 
subscales. The purpose of this procedure was to determine whether the items of the subscales 
and scales were correctly measuring the constructs they were designed to measure. All items 
that were deemed to be complex were excluded from further analysis in order to advance 
validity. Lastly, confirmatory factor analysis was performed through the use of structural 
equation modelling to examine the goodness-of-fit of the measurement and structural model.      
 
5.2 ASSESSMENT OF MODEL FIT 
 
5.2.1. Measurement model 
 
The overall goodness-of-fit of the measurement model was assessed through the use of 
confirmatory factor analysis available in SEM. The extent to which the theoretical model fits 
the data is assessed by the measurement model and information regarding the validities and 
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reliabilities of the observed indicators used to reflect the specific latent variables are also 
provided (Diamantopoulos & Siguaw, 2000).  
 
The RMSEA for closeness-of-fit for the overall measurement model obtained a value of 0.0301 
which indicates good model fit. The p-value for test of close fit (RMSEA < 0.05) returned a 
value of 0.844 which suggests that the model may be generalised beyond the present sample. 
The RMR and standardised RMR values were 0.0209 and 0.0370 respectively. The RMR 
demonstrates good model fit as the value is below .05.  
 
The GFI and AGFI obtained values of 0.945 and 0.899 respectively. These values are indicative 
of good model fit the values can generally be considered as reflecting acceptable. The relative 
fit indices depicted in Table 4.17 were NFI (.96), NNFI (.991), CFI (.994), IFI (.994), and RFI 
(.937) respectively. These values predominantly indicate good model fit over the data as the 
indices were all above .90. Hence, a conclusion was made that, with regards to the effectiveness 
of the operationalisation of the measurement model, the measurement model showed good 
model fit. 
 
5.2.2. Structural model 
 
The structural model describes the relationship between the latent variables themselves and the 
amount of unexplained variance. The RMSEA for closeness of fit for the overall structural 
model returned a value of 0.0298 which is below .05 and is therefore indicative of good fit 
(Diamantopoulos & Siguaw, 2000). The RMR and standardised RMR obtained values of 
0.0234 and 0.0424 respectively meet the good fit category therefore indicating closeness of fit 
of the model. The GFI and AGFI were 0.94 and 0.91 respectively and can be regarded as 
reflecting good model fit. The relative fit indices with values of NFI (.959), NNFI (.995), CFI 
(.996), IFI (.996), and RFI (.941) indicated a good fit of the structural model over the 
independence model as all of the values were above .90 indicative of good fit. It can therefore 
been concluded that the overall structural model fit generally showed good model fit with the 
data.  
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5.3 ASSESSMENT OF MODEL HYPOTHESES 
 
Hypothesis 1: Conscientiousness positively affects Goal-setting 
The t-value (t = -0.811) of the link between conscientiousness and goal-setting is less than 1.65. 
No significant (p < .05) positive relationship was therefore found between the two variables 
which suggest that the proposed positive relationship between conscientiousness and goal-
setting was not supported. 
 
This finding was surprising as conscientiousness is often associated with traits involving goal-
directed behaviour (Boudrea et al., 1999; Burger, 2012) and therefore it would appear to make 
constitutive sense that individuals who are conscientious in nature may be more inclined to set 
goals for themselves and utilise goal-setting strategies to achieve their goals. It also contradicts 
the argument of van Zyl (2012) who suggests that the trait of self-goal-setting could essentially 
be associated with being a conscientious type of person. However, to date, there have not been 
much research studies available clearly denoting the relationship between conscientiousness 
and goal-setting. More research therefore needs to be done directly on the relationship between 
these two variables as it is possible that other factors may have influenced the results in this 
study such as the possibility that participants may not have read the questions correctly as 
multiple different scales were used to measure each variable. This could have interrupted the 
flow of the questionnaire and therefore affected the response patterns.   
 
Hypothesis 2: Conscientiousness positively affects Self-leadership 
Conscientiousness has been found to have a significant negative relationship with self-
leadership (t = -2.764). This implies that the presence of one latent variable has an inverse 
effect on the other latent variable, and suggests that the proposed positive relationship between 
the two variables is not supported. 
 
This result was not expected as it contradicts the findings of Houghton (2000) who found 
conscientiousness to be positively related to three core self-leadership dimensions. In addition 
it is also contrary to the assumption of Guzzo (1998) that the two variables may not be 
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distinguishable from one another. However, one possible reason for the inverse effect that 
conscientiousness appears to be having on self-leadership is that the two latent variables may 
in fact be overlapping one another. Stewart et al., (1996) conducted a study to examine the 
effects of conscientiousness and self-leadership training on employee self-direction and found 
that conscientiousness moderated the effect of self-leadership training. They also found that 
the self-leadership training intervention did not benefit highly conscientious employees but 
instead had a greater effect on less conscientious employees. This could be due to the fact that 
the two constructs are quite similar in nature and therefore may be overlapping one another 
when measured together.  
 
Hypothesis 3: Conscientiousness positively affects Academic self-efficacy 
The relationship between conscientiousness and academic self-efficacy was not supported as 
the t-value (t = 0.465) of the link between the two variables has been found to be less than 1.65. 
A non-significant relationship therefore exists between conscientiousness and academic self-
efficacy which suggests that the proposed positive relationship between these two variables 
was not supported. 
 
This finding was surprising as it is not consistent with previous research studies that reported 
on an existence of a link between conscientiousness and general self-efficacy (Chen et al., 
2001; Judge & Erez, 2007; Martocchio & Judge, 1997; Thomas, Moore & Scott, 1996). 
Conscientious individuals tend to have higher levels of self-efficacy (Lee & Klein, 2002) and 
therefore high levels of self-efficacy can be regarded as a distinctive attribute of conscientious 
individuals (Judge & Erez, 2007). For this reason it was expected that conscientiousness would 
also positively affect self-efficacy in the academic domain. However the results seem to 
suggest that the level of conscientiousness of graduate students does not particularly influence 
their perceptions of their academic capabilities. It is therefore possible that there could be a 
significant difference between the general self-efficacy beliefs and the academic self-efficacy 
beliefs of students. For instance, although they may not hold positive views regarding their 
competence in the academic domain, regardless of how conscientious they are, their self-
efficacy beliefs may differ in other domains of their life.   
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Hypothesis 4: Conscientiousness positively affects Motivation to learn 
The t-value (t = -0.234) of the link between conscientiousness and motivation to learn is less 
than 1.65. This indicates that there is no significant relationship between the two latent 
variables. The proposed relationship between conscientiousness and motivation to learn was 
therefore not supported. 
 
This result was not consistent with the findings of Colquitt and Simmering (1998) who found 
a positive relationship between the two variables noting that learners who had high levels of 
conscientiousness exhibited higher levels of motivation. Similarly Major et al., (2006) reported 
a significant relationship between three facets of conscientiousness (competence, dutifulness, 
and achievement striving) and motivation to learn. It also contradicts a study conducted by 
Burger (2012) who found that conscientiousness positively influenced learning motivation, as 
well as studies by Colquitt et al., (2000) and LePine et al., (2004) who found a positive 
relationship between the two variables. Conscientious learners are more inclined to be willing 
to work hard on tasks (Chen et al., 2001) and generally have a stronger desire to learn (Colquitt 
& Simmering, 1998).  
 
Hypothesis 5: Conscientiousness positively affects Self-perceived Employability 
No significant relationship has been found to exist between conscientiousness and self-
perceived employability as the t-value (t = 0.382) is less than 1.65. This suggests that the 
proposed relationship between conscientiousness and self-perceived employability was not 
supported.  
 
Although there has not been many studies available documenting the link between 
conscientiousness and self-perceived employability, it does come as a surprise that the two 
variables were not found to be related. Many studies have reported that conscientiousness 
positively influenced academic achievement (Burger, 2012; Hakimi et al., 2011; Komarraju et 
al., 2011) as well as performance motivation (Barrick et al., 2001; Judge  & Illies, 2002). In 
addition, conscientiousness is commonly assessed as a competency trait in the selection stage 
of employee candidates in many organisations today and graduates, specifically in the 
industrial psychology field of study, are aware of this. In addition, a study conducted by 
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Gellatly (1996) revealed that conscientiousness significantly correlated with expectancy for 
success and motivation. It would therefore be expected that conscientious individuals would 
be more confident in their abilities to successfully gain employment and would hold positive 
self-perceptions with regards to their employability. On the other hand however, it can also be 
argued that highly conscientious individuals are likely to be more critical with regards to how 
they perceive their level of employment. In addition, it is also possible that graduate students 
with higher levels of conscientiousness may be more inclined to furthering their studies or 
developing themselves academically, as opposed to finding employment directly after 
graduating. 
 
Hypothesis 6: Goal-setting positively affects Motivation to learn 
The t-value (t = -0.303) of the link between goal-setting and motivation to learn is less than 
1.65 and indicates that a non- significant negative relationship exists between these two latent 
variables. This suggests that the proposed relationship between goal-setting and motivation to 
learn was not supported.  
 
This finding was not expected as goal-setting theory is one that can also be classified as a 
motivational theory where in Edwin Locke proposed that the intentions to work towards 
achieving a goal translate into a major source of work motivation (Robbins et al., 2016). The 
theory specifies that setting goals that are difficult but not impossible and that are specific in 
terms of expected performance levels tend to produce higher levels of performance than any 
other types of goals or a lack of goals (Arnold & Randall, 2010). Greenberg (2011) argue that 
the process of setting goals can be considered one of the most fundamental motivational drives 
moving people to perform in organisations today.  
 
Hypothesis 7: Self-leadership positively affects Motivation to learn 
Self-leadership and motivation to learn has been found to have a non-significant negative 
relationship as the t-value (t = -0.352) of the link between the two variables is less than 1.65. 
This suggests that the proposed relationship between the two latent variables is not supported. 
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This result is not consistent with the findings of Burger (2012) and Mahembe (2014) on the 
relationship between the two variables. The self-influence process of self-leadership was found 
to positively influence motivation to learn as it directs behaviour and cognitions toward 
achieving desired goals. Houghton et al., (2012) add that self-leadership strategies are in fact 
derived from theories of motivation and self-influence. It would therefore make practical and 
theoretical sense that the two variables would be related as the theory of self-leadership can 
also be classified as a motivational theory where behavioural, cognitive, and natural reward 
strategies function together to influence the core process that determine motivation (Prussia, 
Anderson & Manz, 1998).   
 
Hypothesis 8: Academic Self-efficacy positively affects Motivation to learn 
The t-value (t= -0.782) of the link between academic self-efficacy and motivation to learn is 
less than 1.65. A non-significant relationship between these two latent variables is therefore 
evident, which suggests that the proposed relationship between academic self-efficacy and 
motivation to learn has not been supported. 
 
This result was not expected since previous research studies have alluded to the existence of a 
relationship between self-efficacy and motivation in general (Burger, 2012; Norris, 2008; 
Scott, 1996; Zimmerman, 2000). It also contradicts the findings of Colquitt et al., (2000) who 
conducted a study on training motivation and found that self-efficacy positively correlated with 
motivation to learn and various other training outcomes. However, this could be attributed to 
the fact that the context of the study differed significantly to the current study since self-
efficacy was assessed specifically in terms of training and learning motivation effectiveness by 
Colquitt et al., (2000), whereas the current study looked at self-efficacy and motivation to learn 
in an academic setting. 
 
On the other hand, the results are not consistent with the findings of Burger (2012) who 
reported a positive correlation between academic self-efficacy and learning motivation. It 
should also be noted that the concept of self-efficacy is rife in the motivational theory of goal-
setting as an important component of the theory. High levels of self-efficacy increases goal 
commitment (Locke & Latham, 2002), and beliefs in the ability to attain goals (Greenberg, 
2011), which in turn influences motivation to achieve those goals (Bandura, 1986). 
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Additionally self-efficacy theory is also classified as a motivational theory (Robbins et al., 
2016).   
 
Hypothesis 9: Motivation to learn positively influences Self-perceived Employability 
Motivation to learn has been found to have a significant negative relationship with self-
perceived employability (t = -3.482). A strong inverse significant relationship therefore exists 
between the two latent variables. These findings, however, suggests that the proposed 
relationship between motivation to learn and self-perceived employability was not supported. 
 
This finding is surprising in that one would naturally assume that individuals who are motivated 
to learn may be more likely to hold positive perceptions of their probabilities of achieving 
employment. However, when taking the context of this study into perspective the implication 
of the results become clear as, considering the current state of the labour market and the high 
levels of unemployment prevalent in South Africa today, graduate students in general have 
many concerns regarding their employability. Their self-perceptions of employability may 
therefore not be credible representations of their actual probabilities of employment nor an 
accurate determinant of employability in general.  
 
Hypothesis 10: Academic Self-efficacy positively affects Self-leadership 
The t-value of the link between academic self-efficacy and self-leadership (t = -6.411) indicate 
that a strong negative relationship exists between the two latent variables. This suggests that 
the proposed relationship between academic self-efficacy and self-leadership was not 
supported. 
 
This result is not consistent with the findings of Mahembe (2014) who found a positive 
relationship between the two variables noting that self-efficacy regulates the way in which 
people perceive their competence. It also contradicts the argument of Maddux and Gosselin 
(2003), and Williams (1997) that strong self-efficacy beliefs lead to effective self-regulation.  
However, it needs to be recalled that the current study focused on academic self-efficacy which 
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is more domain-specific and which specifically assesses self-efficacy within the academic 
domain, whereas previous studies focused on self-efficacy in the more general sense.   
 
Hypothesis 11: Self-leadership positively affects Goal setting 
A strong inverse statistically significant relationship exists between self-leadership and goal-
setting (t = -6.492). These findings, however, suggest that the proposed relationship between 
the two latent variables has not been supported. 
 
Although there were very few research studies available clearly documenting the relationship 
between the self-leadership and goal-setting, this result was surprising in that it suggests that 
the presence of one latent variable has a strong inverse effect on the other. This contradicts the 
work of Bandura (1991) as well as Locke and Latham (2002) who highlight goal-setting as a 
core variable and self-motivating sub-function of self-regulation. Similarly, Manz (1986) and 
Stewart et al., (1996) argue that goal-setting is one of the key strategies that people who manage 
and lead themselves practice.  
 
5.4 LIMITATIONS OF THE STUDY 
 
One of the most notable limitations of this study involves the size of the sample. Due to various 
unforeseen circumstances as well as the recently capricious nature of the academic programme 
at the University of the Western Cape resulting from various ‘fees must fall’ campaigns and 
student protests, many complications arose in the data collection procedure. As a result, a 
relatively small sample of 173 participants was drawn from the population as opposed to what 
was initially intended and LISREL 8.80 was utilised to perform an SEM analysis on the data. 
This could have had implications on the findings from this study as some researcher’s 
recommend that in order for the results to be meaningful SEM analysis should not be performed 
on sample sizes below 200. Furthermore, a non-probability sampling method was used to 
collect data for this study which limits the generalisability of the study. 
 
Another limitation relates to the measuring instruments utilised in this study. When the method 
of data collection involves the use of self-report instruments such as questionnaires, it runs the 
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risk of social desirability resulting from the subjective nature of these instruments.  This largely 
impacts on the reported levels of the constructs which raises doubts regarding the credibility of 
the response results and further limits the generalisability of the sample. In addition, multiple 
scales were utilised to assess the various constructs in this study and therefore the layout of the 
questionnaires are important to consider as it may have some effect on the consistency of 
response patterns when time constraints are added. 
 
The use of a quantitative research methodology makes the data collection process easy and 
allows for data to be collected from larger samples, as opposed to the qualitative research 
methodology. However this methodology also comes with its drawbacks. The main drawback 
is that it does not provide in-depth information or allow for follow-up interviews to be done 
regarding participants’ responses since the questionnaires are not open-ended. The information 
gained from this methodology could therefore be subjective and does not provide a holistic 
perspective when explaining the relationship between the constructs that influence self-
perceived employability. This would, however, have been possible if a mixed method approach 
were to be utilised.   
 
There were also concerns with the Abbreviated Self-leadership (ASL) scale reliability. The ASL 
questionnaire was developed and validated by Houghton et al., (2012) and is an abbreviated 
version of the 35-item Revised Self-leadership Questionnaire (RSLQ). Due to the fact that the 
ASL scale was the shorter and the more practical option, it was selected for the purpose of this 
study. However, the scale exhibited low internal consistency with one of the subscales Task 
Motivation obtaining a reliability coefficient of 0.542 which did not significantly improve after 
items were excluded. In addition, item parcels for the ASL subscales obtained values of BAV 
(.398), TMOT (.437) and CCOG (.196) which were relatively low in comparison to other 
completely standardised item parcel values that were generally above .50.  
 
Furthermore, the self-perceived employability scale also gave reason for concern as the scale 
exhibited rather low reliability and a decision had to be made to exclude some of the subscales 
during further analysis. The self-perceived employability scale used in this study did not 
efficiently measure the self-perceived employability constructs required and it also did not fit 
the context of this study well enough since the focus was intended to be specifically on graduate 
students’ perceptions of their employability.   
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5.5 RECOMMENDATIONS FOR FUTURE RESEARCH 
 
Future research should continue to look into goal-setting, self-efficacy and conscientiousness 
and their impact on students’ self-perceptions of employability. In addition, it should be noted 
that self-perceptions of employability alone are not valid representations of students’ true 
probabilities of achieving employment as there remains a subjective aspect to any information 
gained from this perspective. Employability could therefore be assessed from an organisational 
perspective as well in order to gain a more holistic view on the factors that are imperative in 
determining the employability of graduates. Furthermore, this could be done through the 
implementation of a mixed method approach as it would strengthen the research results and 
contribute significantly to research on employability.  
 
Furthermore, due to the fact that convenience sampling was used in this study, there was found 
to be a significant underrepresentation and lack of control over many demographic variables. 
Cognisance should be given to the fact that a large portion of the sample consisted of females 
(72.8%). This could be a result of the overall gender distribution among industrial psychology 
students in general as gender stereotypes regarding occupations have yet to be phased out. 
However, this could hold some significance in understanding variations in self-perceived 
employability and should therefore be taken into consideration as well. Subsequently, future 
studies may yield more significant results if an alternative sampling method were utilised. 
Lastly, the current study focused on final year students from only one university and faculty in 
a single department and therefore the results may not be feasible to represent all final year 
students. It is recommended that a similar study be conducted on larger samples comparing 
different universities or faculties simultaneously in order to make more conclusive statements 
and to facilitate cross-cultural comparisons. Any sample size exceeding 200 participants may 
be more beneficial to future studies as it will increase the generalisability of the sample and is 
therefore recommended.  
 
5.6 PRACTICAL IMPLICATIONS 
 
The problem of graduate unemployment is one that continues to plague many South African’s 
today. Generally students begin their tertiary studies not fully realising the struggles they would 
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later face with regards to gaining employment until only after the completion of their studies. 
However, in face of the currently high unemployment rate of graduates, there always appears 
to be a select few who manage to secure jobs for themselves from the get-go. It is imperative 
to understand what the factors are that make these individuals stand out from other graduates 
and the possibility of these factors being intrinsic in nature. The major contribution of this study 
therefore relates to the role of industrial psychology in understanding the various factors that 
influence employability as well as the self-perceived employability of graduates, so as to make 
recommendations and put into practice programmes that could assist students in the 
development of their employability from an earlier stage.  
 
The current study reported significant negative relationships between conscientiousness and 
self-leadership; motivation to learn and self-perceived employability; academic self-efficacy 
and self-leadership; and self-leadership and goal-setting. However, many employers have 
established the pertinence of securing conscientious employees in the workplace as it tends to 
be included as a competency measure evaluated during recruitment and selection. This is 
mainly due to the fact that conscientious individuals tend to continuously strive for success, set 
challenging goals for themselves, and do what is needed to succeed (Barrick, Mount & Strauss, 
1993). There is therefore no argument regarding the importance of this trait in the employability 
and self-perceived employability of graduates. Individuals who are less conscientious could 
therefore be taught particular work behaviours that would enhance their personal efficiency 
such as those practiced by highly conscientious people. 
 
Furthermore, self-efficacy has commonly been related to the construct of employability and 
self-perception conceptually. Some researchers even go as far as to suggest that the constructs 
be used interchangeably (Berntson, 2008). This is due to the fact that self-efficacy relates to 
peoples beliefs in their ability to perform tasks (Robbins et al., 2016) which in turn influences 
their behaviour inputs towards achieving those tasks (Bandura, 1986). Improving academic 
self-efficacy may therefore prove valuable to graduates in that it could enhance their overall 
perceptions of their employability in the long run. Tertiary institutions and career guidance 
counsellors could encourage students to take part in relevant social and learning activities that 
would enhance their self-efficacy. In addition, the importance of goal setting should also be 
communicated. 
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It has been found that very few studies have been done documenting the link between many of 
the variables assessed in this study and therefore this paper has attempted to take a step in 
filling this void in the literature. Although the results from this study reported no significant 
positive relationships between any of the variables as hypothesised, the results provide valuable 
insights with regards to relationships that were unexpectedly found to be inversely correlated. 
In the current study there were concerns with the data as it is possible that participants may not 
have read the questions correctly and therefore there were some anomalies with the results. 
Hence, more research needs to done on this matter where future research should attempt to 
replicate the study and perhaps utilise different measuring instruments in order to determine if 
similar results will be found. 
 
5.7 CONCLUSION 
 
The present study focused on developing an understanding of the intrinsic factors that explain 
variance in self-perceived employability amongst graduate students. Five variables were 
explored and hypothesised to have a significant role in influencing self-perceived 
employability and subsequently a theoretical model was developed and tested in order to 
determine how the variables interact with one another. No significant positive relationships 
were found between any of the variables measured. However good model fit was achieved. 
Furthermore, the limitations and recommendations for future research have been highlighted.  
 
Although the study did not confirm all the hypothesised relationships, it provides some 
important insights for industrial psychologists, career guidance counsellors and other relevant 
stakeholders on some valuable intrinsic factors that could possibly aid the employability of 
students if addressed properly. In addition, this study has also attempted to take a step towards 
filling the void in literature documenting the link between the core variables assessed in this 
study.     
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